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The problem this basic qualitative study sought to address was the length of time it takes 
minority childcare providers (MCCPs) seeking an associate of applied science degree in 
early childhood (EC) education to graduate from a community college. For MCCPs to 
acquire a degree and meet educational requirements, they often work full time to 
complete the degree, which may result in loss of employment, closure of their family 
child care homes, demotion in positions, or decreased salaries. The purpose of this study 
was to explore the perspectives of MCCPs on the barriers to timely degree completion of 
an associate degree in EC. Yosso’s asset-based theory of community cultural wealth 
grounded this study. A purposeful sample of 12 MCCPs, who completed an associate’s 
EC degree at a community college, were employed during the program, and took 7–10+ 
years to graduate, participated in semistructured interviews. Data were analyzed through 
coding and theme development. Participants faced barriers navigating the college 
process, passing placement exams and remedial courses, locating supports at the college 
and workplace, connecting with campus life as nontraditional students, and balancing 
family and college commitments. It is recommended that college administrators provide 
accessible support systems for MCCPs to navigate the college process, assign 
knowledgeable advisors of the EC degree and willing to meet with students during 
nontraditional hours, and establish an EC education club for MCCPs’ to network with 
other students. These endeavors may lead to positive social change when campus leaders, 
faculty, and staff are involved with MCCPs to overcome barriers; thus, reducing the time 
to completion for many students facing the same barriers. 
 
Minority Child Care Providers’ Perspectives of Barriers to Timely Associate Degree 
Completion  
by 
Sonia G. Pruneda-Hernandez 
 
MS, Nova Southeastern University, 2004 
BS, University of North Florida, 2002 
 
 
Submitted in Partial Fulfillment 
of the Requirements for the Degree of 








I dedicate this dissertation to the child care providers, nontraditional students who 
consistently challenged me to continue my education, just like I challenge them. There 
may be barriers and challenges along your educational path, but remember that there are 
also many resources and people to help you overcome those hurdles. As students, you 




I would like to express sincere gratitude to my dissertation chair and committee, 
Dr. Beryl Watnick, Dr. Donald Yarosz, and Dr. Mary Howe. The continuous support and 
encouragement throughout the process made it possible to complete. 
I want to express heartfelt gratitude to my husband, Samuel, and sons Hyrum, 
Ezra, and Ezekiel, who supported and cheered me on from day one. My family’s patience 
and continual support over five years was extensive and needed! I could not have 
completed this degree without their love, patience, and belief in my abilities to complete 
this dissertation. To mi padres, hermanos, y hermanas, there is finally a “doctor” in the 
familia! Gracias por todo su apoyo and for all the encouragement. From migrant worker 
in the fields to doctoral completion, I did it, si se pudo! 
Finally, to all my colleagues that have continuously encouraged me to complete, 
thank you for your support! Special thanks to Estelle Flank, Nelida Andres, and Dr. Eric 
Benjamin; I appreciate your constant belief in my abilities even when I could not see 
them in myself. I am finally done, and officially “Doc Pruneda-Hernandez.” 
 
i 
Table of Contents 
List of Tables ..................................................................................................................... iv 
Chapter 1: Introduction to the Study ....................................................................................1 
Background ....................................................................................................................4 
Problem Statement .........................................................................................................7 
Purpose of the Study ......................................................................................................9 
Research Question .......................................................................................................10 
Conceptual Framework ................................................................................................10 
Nature of the Study ......................................................................................................13 
Definitions....................................................................................................................14 
Assumptions .................................................................................................................18 




Chapter 2: Literature Review .............................................................................................25 
Literature Search Strategy............................................................................................27 
Conceptual Framework ................................................................................................27 
Literature Review Related to Key Variables and Concepts .........................................31 
Summary and Conclusions ..........................................................................................54 
Chapter 3: Research Method ..............................................................................................55 
Research Design and Rationale ...................................................................................55 
Role of the Researcher .................................................................................................56 
ii 
Methodology ................................................................................................................57 
Participant Selection ............................................................................................. 57 
Instrumentation ..................................................................................................... 59 
Procedures for Recruitment, Participation, and Data Collection .......................... 60 
Data Analysis Plan ................................................................................................ 63 
Trustworthiness ............................................................................................................65 
Ethical Procedures .......................................................................................................67 
Summary ......................................................................................................................70 
Chapter 4: Reflections and Conclusions ............................................................................71 
Setting. .........................................................................................................................71 
Data Collection ............................................................................................................74 
Data Analysis ...............................................................................................................76 
Results. .........................................................................................................................80 
Evidence of Trustworthiness........................................................................................93 
Summary ......................................................................................................................95 
Chapter 5: Discussion, Conclusions, and Recommendations ............................................97 
Interpretation of the Findings.......................................................................................97 





Appendix A: Interview Protocol ......................................................................................136 
iii 
Introduction Script .....................................................................................................136 
Interview Introductory Protocol Script ......................................................................137 
Interviewee Background Questions ...........................................................................137 
Guiding Semistructured Interview Questions ............................................................138 
Appendix B: Constructs, A priori Codes, Participant Identifiers, and Sample of 





List of Tables 
Table 1. Participants’ Demographics .................................................................................73 







Chapter 1: Introduction to the Study 
Child care providers throughout the United States are encouraged and at times 
mandated by employers and accrediting early childhood organizations to continue their 
formal education to complete, at a minimum, a 2-year degree (Institute of Medicine & 
National Research Council, 2015; NAEYC Accreditation, 2018; Office of the State 
Superintendent of Education, 2016). The benefits of child care providers returning to 
college for degrees and applying that knowledge to an early childhood classroom 
contributes to creating high-quality child care programs (Institute of Medicine & National 
Research Council, 2015; Manning et al., 2017; Pianta et al., 2016). However, due to a 
fragmented system and inconsistent data collection, specifically on child care providers in 
college, accurate data are not available on the percentage of child care providers who are 
enrolled in colleges in specific regions of the United States as a whole (Institute of 
Medicine & National Research Council, 2015; Kaplan, 2018; White et al., 2016).  
Resarch does confirm that child care providers returning to higher education are 
enrolling at community colleges at higher rates than 4-year colleges, due to affordability 
(Cho, 2016; Kaplan, 2018). However, child care providers enrolled at community 
colleges face challenges, within and outside the institution, that hinder their time to 
completion in less than 7–10 years (Cheng et al., 2018; Institute of Medicine & National 
Research Council, 2015; Limardo, Hill, et al., 2016).  
There is minimal national data on child care providers’ time-to-degree completion 
at 2-year community colleges due to inconsistencies in degree titles and data collection 




Childhood Leadership, 2018; Whitebook, 2014). The National Center for Education 
Statistics (NCES, n.d.) lists that in 2009, 41% of Associate of Applied Science of Early 
Childhood Education majors took 6-plus years to complete the degree. The NCES does 
not track students taking more than 6 years to complete a 2-year degree (2016). Child 
care providers usually take, and may be advised to take, one class per semester, making 
the average time to complete 10 years for a 2-year degree (National Research Council, 
2012).  
National researchers and the U.S. Department of Education, Office of Early 
Learning, outline recommendations for career pathways and support systems to reduce 
time to completion for degrees; however, they acknowledge the minimal and inconsistent 
data collection for early childhood education degrees (Limardo, Hill, et al., 2016; 
Whitebook, 2014; Whitebook, McLean, Austin, & Edwards, 2018). In 2016, on average, 
it took child care providers enrolled at one community college 5 years to complete the 
One Year Certificate which is the half way point of credits to the Associate of Applied 
Science degree in Early Childhood Education (Institutional Research and Effectiveness, 
2017).  
The majority of child care providers enrolled in the Associate of Applied Science 
degree in Early Childhood Education at community colleges are nontraditional students, 
female, working full time, paid minimal wages, and may require English language 
courses and remedial courses before beginning college-level coursework (Deutsch & 
Riffin, 2013; Eberly, 2016; Garavuso, 2016; Sakai et al., 2014). The child care workforce 




workforce in the public’s eye. Child care providers are viewed as needing few skills to 
care and educate young children, have low status, and low pay in society (Whitebook, 
2014). Institute of Medicine & National Research Council (2015) stated that the child 
care workforce requires, “making substantial improvements in working conditions, well-
being, compensation, and perceived status or prestige” (p. 2).  
There are many plausible opinions as to what the barriers may be for time to 
completion for child care providers enrolled at community college but limited data to 
answer the question from the perspective of the minority child care providers themselves 
(Cheng et al., 2018; Kaplan, 2018). Research on child care providers focuses on 
educational levels and quality of early childhood care environments with little research 
on the perspectives of child care providers' actual pathway experience to complete the 
degree (Bullough, 2016; Hall-Kenyon et al., 2014). Research on the perspectives of 
minority child care providers may provide community college early childhood program 
faculty, state organizations, and minority students’ insight on how to eliminate barriers to 
reduce time to completion. 
Chapter 1 provides a background of what changes are occurring nationally in the 
field of early childhood education requirements that affect child care providers. Also 
presented are the problem statement, the purpose of the study, research questions, and a 
summary of the conceptual framework. This chapter provides the definitions, 
assumptions, and limitations of this study. Finally, this chapter includes the significance 




community colleges and early childhood organizations to support minority child care 
providers in reducing time to graduation. 
Background 
In 2015, the Institute of Medicine and National Research Council (2015) 
published a study with the recommendation that comprehensive pathways be created for 
child care providers to move towards obtaining bachelor’s degrees to care and teach 
children birth through age 8. The recommendation came on the heels of previous 
recommendations by the National Research Council (2012) and followed by the National 
Association for the Education of Young Children (NAEYC), which in 2006 established 
new early childhood teacher qualifications for accreditation. The timeline set forth by 
NAEYC in 2006 stated that by 2020, all NAEYC accredited programs would have 
teachers with a minimum of an associate degree, and 75% of teachers would have a 
bachelor’s degree with over 30 credits in early childhood education. That same year, 
NAEYC introduced its Early Childhood Associate Degree Accreditation, which proposed 
that higher education institutions awarding associate degrees be evaluated on specific 
NAEYC Professional Preparation Standards to ensure colleges deliver high-quality 
programs that meet NAEYC higher education standards (Lutton, 2006). This study 
addressed a gap in practice as well as a gap in the literature regarding barriers to timely 
degree completion for the Associate of Applied Science in Early Childhood Education at 
community colleges for minority child care providers.  
In the United States, child care programs that are center-based or family child care 




minimum requirements for qualifications except for Head Start and Military Child Care 
(Bernoteit et al., 2016; Institute of Medicine & National Research Council, 2015; 
Steinhaus & Walker, 2016; Whitebook, 2014). In 2016, Washington, DC, became the 
first city in the nation to add formal education requirements for lead teachers to obtain an 
associate degree by 2020 into their regulations and provided child care providers, center 
and family-based, a 4-year timeline to meet the new regulation (Office of the State 
Superintendent of Education, 2016). Due to online feedback from the community and 
child care providers, in June of 2018, the Muriel Bowser Administration announced an 
extension to the timeline extending the new requirement to 2023, providing child care 
providers a 7-year timeline to complete a 2-year degree (Office of the State 
Superintendent of Education, 2017).  
In setting new educational regulations, the mandate set off a national debate in the 
early childhood field asking whether degrees for child care providers were necessary 
since degrees did not necessarily equate to higher pay (Council for Professional 
Recognition, 2018; Russell, 2018; Stringer, 2018; Washington & Gadson, 2017). 
Furthermore, degree attainment for child care providers is coupled with long standing 
issues in the field including fractured workforce nationally, low pay, having majority of 
child care providers as women of color, and expectations that caring for young children 
does not require expertise (Institute of Medicine & National Research Council, 2015; 
Whitebook, 2014). Limardo, Hill, et al., (2016, p. 2) described circumstances faced by 




A number of factors impact the ability of ECE professionals to attain education 
and training. These challenges are particularly debilitating for disadvantaged 
individuals, such as low-skilled adults and English Language Learners (ELLs) 
that currently comprise a notable portion of the ECE workforce.  
With new requirements in Washington, DC, early childhood organizations, 
government agencies, and community colleges throughout the DC region area were 
collaborating in the formation of a subcommittee task force focused on higher education. 
The Washington Area Women’s Foundation Early Care and Education convened the task 
force to support career pathways including degree attainment for child care providers 
throughout the Washington, DC, region (Washington Region Early Care and Education 
Workforce Network, 2016). Part-time students at community colleges take, on average, 6 
years to complete a 2-year degree; however, for child care providers at one particular site 
in the Washington, DC, region, the average number of years to obtain a 2-year degree is 9 
(Juszkiewicz, 2016; Martin et al., 2014). To lessen the time-to-degree-completion, 
several community colleges in the surrounding Washington, DC, region have approved 
providing credit for prior learning to Child Development Associate (CDA) holders and 
developed fully online courses with open educational resources to reduce the cost of 
college (T.E.A.C.H. D.C. Early Childhood Scholarship Program, 2020a). However, there 
are no current data on whether providing credit for prior learning, online degrees, or open 
educational resources eliminates barriers or supports child care providers decreased time 




The requirement for child care providers to acquire, at minimum, an early 
childhood education associate degree, coupled with educational requirement changes in 
early childhood nationally, has meant that child care providers are often working full time 
while spending 7–10 or more years completing a 2-year degree at a community college. 
If educational requirements are mandated with specific time limits, such as Washington, 
DC, implemented in 2016 (but then had to extend in 2018), minority child care providers 
throughout the United States may be greatly impacted by loss of employment, closure of 
their family child care homes, demotion in positions, or decreased salaries  because they 
did not meet the educational requirement within the time limit (Brown, 2019; Office of 
the State Superintendent of Education, 2017).  
Problem Statement 
The problem this basic qualitative study sought to address was the length of time 
it takes minority child care providers seeking an Associate of Applied Science degree in 
Early Childhood Education to graduate. As of 2018, it was believed that child care 
providers would take 7–10 years or more to complete a 2-year degree in early childhood 
education at community colleges (Kaplan, 2018; Office of the State Superintendent of 
Education, 2018). The efforts in the United States to improve the quality of child care by 
mandating the educational requirements of child care providers resulted in this population 
returning to college with little knowledge of how to navigate higher education institutions 
(Lin & Magnuson, 2018). Such navigation requires students to be knowledgeable about 
institutional systems in place for enrolling, registering, and tutoring, if needed. Without 




need, may not be encouraged to stay in school, and may not understand financial aid 
requirements that may lead to more time to completing a degree.  
There is evidence that higher teacher qualifications, including higher education, 
results in higher quality classrooms of young children. A meta-analytic review of 
longitudinal research demonstrated a correlation between teacher education levels and 
high-quality early childhood classroom environments (Manning et al., 2019). Poor 
quality in child care settings can affect the overall development of all children, regardless 
of background, and can be detrimental to disadvantaged children (Manning et al., 2019, 
p. 370). During the early years of a child’s life, the brain is establishing connections that 
may either weaken or strengthen for later learning in adulthood (Center on the 
Developing Child, 2019). The impact that child care providers have on young children 
can last a lifetime. The knowledge that child care providers gain from obtaining an 
Associate of Applied Science degree in Early Chilhdood Educaiton may support them to 
apply developmentally appropriate practices to their work environment with young 
children.  
The population of child care providers in the United States is 96% female; their 
demographics are diverse, with over 50% self-identified as minorities, and one-fifth of 
whom speak a language other than English (Cheng et al., 2018; Gould, 2015). It is 
estimated that minorities make up one-third to one-half of the child care providers in the 
United States, while public school teachers are only one-fourth teachers of color 
(Whitebook, 2014). Current initiatives, such as Teacher Education and Compensation 




(CCCPDF), throughout 17 states as well as the District of Columbia, support child care 
providers returning to college by covering full tuition and books to support child care 
provider degree attainment (Cheng et al., 2018; Division of Early Childhood, 2020; 
T.E.A.C.H. Early Childhood National Center, 2015). Despite the financial support, child 
care providers face additional barriers such as English as a second language courses, 
remedial courses, working full time, and familial obligations, which add to their time to 
complete a 2-year degree (Eberly, 2016; Kaplan, 2018; Mertes & Jankoviak, 2016).  
Child care providers enrolling in community colleges already work in the field as 
child care teachers; they are majority female and nontraditional students (Buettner et al., 
2016). Higher education early childhood degree programs, along with accessible support 
services during nontraditional hours at community colleges, play an essential role in child 
care providers attaining degrees in less than 7–10 years or more (Kaplan, 2018; Sakai et 
al., 2014). The meaningful gap in research on practice is that, while this topic has been 
researched in 4-year institutions, there is little research that identifies what, for this 
specific population of students, may be the barriers to timely degree completion for a 2-
year degree in community colleges (Sakai et al., 2014). 
Purpose of the Study 
The purpose of this basic qualitative study was to explore the perspectives of 
minority child care providers about barriers to timely degree completion for an Associate 
of Applied Science degree in Early Childhood Education. The results of this study may 
provide data to community colleges, early childhood faculty, and minority child care 




than 7–10 years. In a single case study on early childhood educators, Eberly (2016) 
focused explicitly on Latino early childhood educators and wrote: “due to the narrow 
focus of this project, this type of research should be expanded to other institutions of 
higher education beyond the single community college represented” (p. 15). The 
qualitative approach of this study was used to explore the perspectives of minority child 
care providers who have graduated with an Associate of Applied Science in Early 
Childhood Education, about the barriers to timely degree completion in community 
college.  
Research Question 
The basic qualitative study with interviews was based on a central question: What 
are the perspectives of minority child care providers regarding barriers to timely degree 
completion for an Associate of Applied Science degree in Early Childhood Education? 
Conceptual Framework 
The conceptual framework I chose for my study was the asset-based theory of 
community cultural wealth by Yosso (2005). Community cultural wealth framework 
provides context to explore the perspectives of minority child care providers as 
nontraditional students, underrepresented students, and a marginalized group. 
Community cultural wealth is a conceptual framework informed by critical race theory 
and it focuses on “education access, persistence and graduation of underrepresented 
students” (Yosso, 2005, p. 73). Yosso (2005) challenged the deficit model used to 




analyze the education access, persistence and graduation of underrepresented students” 
(p. 73).  
Yosso (2005) challenged the traditional cultural capital theory of Bourdieu 
(1986), proposing that cultural capital be applied to marginalized groups. Yosso (2005) 
stated that minorities and families are faulted for poor academic performance because of 
deficit thinking in education systems. The deficit model perpetuates education systems 
that do not value cultures outside of the norm. Education systems with a deficit model 
approach do not look at changing the flawed system, but instead place blame directly on 
the student and family for poor performances in an educational system that was not 
created to support diverse students (Garcia & Guerra, 2004).  
Child care providers as a group face many challenges, are disadvantaged, are 
majority women of color, and are not viewed by society as professionals (Institute of 
Medicine & National Research Council, 2015; Limardo, Hill, et al., 2016; Whitebook, 
2014). The Institute of Medicine and National Research Council (2015) described the 
child care workforce in a manner that I propose in this study (see pp. 27-31) and that 
aligns with Yosso’s (2005) definition of a marginalized group:  
Despite their shared objective of nurturing and securing the future success of 
young children, these professionals are not acknowledged as a cohesive 
workforce, unified by their shared contributions and the common knowledge base 
and competencies needed to do their job well. (p. 1) 
Further supporting the acknowledgement of minority child care providers as a 




workforce comprised almost exclusively of women, of which 40 percent are women of 
color — is reinforced by gender and racial pay inequities in the U. S. labor market” (p. 
9). Child care providers fit the definition of Yosso’s marginalized groups (2005), 
according to the Institute of Medicine and National Research Council (2015) and 
Whitebook, McLean, Austin, and Edwards (2018).  
Drawing upon the community cultural wealth’s six forms of capital, I sought to 
explore the central question: What are the perspectives of minority child care providers 
regarding barriers to timely completion degree completion for an Associate of Applied 
Science in Early Childhood Education? Yosso (2005) proposed that six types of capital, 
from an asset-based perspective, apply to marginalized groups: aspirational capital, 
familial capital, linguistic capital, navigational capital, resistant capital, and social capital. 
The approach to the research question in my study is important from the perspective of 
minority child care providers as nontraditional students, underrepresented students, and 
as a marginalized group. The sample was made up of minority child care providers who 
may be nontraditional students, female students, and who may have been placed into 
English as a Second Language classes or remedial classes. The sample in my study took 
7–10 years or more to complete a 2-year degree. This study sought to explore, from the 
participants' perspective, the “various forms of capital support nurtured through cultural 
wealth” and the barriers these students overcame to complete the Associate of Applied 
Science degree in Early Childhood Education (Yosso, 2005, p. 69).  
In relation to my research study, a qualitative research approach allows for the 




“six forms of capital that compromise community cultural wealth and most often go 
unacknowledged or unrecognized” are applied to the minority child care providers 
perspectives to frame the study and form the research question (Yosso, 2005, p. 70). 
Using Yosso’s theory community cultural wealth and the six forms of capital described, 
allowed me to construct new knowledge from semistructured interviews with minority 
child care providers that met the set criteria. Thematic data analysis allowed for new 
themes to emerge using a priori and open codes based on the six forms of cultural capital.  
With national debates on mandating college degrees currently in the field of early 
childhood education and a large percentage of the field being women of color, the 
perspectives of actual minority child care providers are seldom heard or brought to the 
decision-making tables of the early childhood profession (Council for Professional 
Recognition, 2018; Shdaimah et al., 2018). Minority child care providers length of time-
to-degree-completion is most often viewed through a deficit model, placing emphasis on 
the child care provider for not completing their associate degrees in what is considered by 
higher education institutions as acceptable times to completion (Juszkiewicz, 2017). This 
study, framed by the theory of community cultural wealth, shifted the view of the deficit 
model and asked the central question of this study: What are the perspectives of minority 
child care providers regarding barriers to timely degree completion for an Associate of 
Applied Science degree in Early Childhood Education?  
Nature of the Study 
The research method for this study was a basic qualitative study with interviews. 




meant to the participants (Merriam & Tisdell, 2016). Basic qualitative studies, which are 
one of the most common forms of research in the education field (Merriam, 2009), are 
practical and flexible in researching practical problems in the field. In this qualitative 
design, data were collected through observations or interviews and then analyzed for 
themes (Merriam, 2009; Merriam & Tisdell, 2016). This type of study was appropriate 
for exploring minority child care providers’ perspectives on barriers to timely degree 
completion for an Associate of Applied Science degree in Early Childhood Education. 
 The method of data collection for this study was interviews. They can provide 
detailed, rich information to understand the perspectives of the participants (Seidman, 
2013). I used semistructured interviews to collect data and then constructed themes from 
the participants' shared perspectives (Percy et al., 2015). I used purposeful sampling with 
set criteria. The main data source collection was semistructured interviews with 12–15 
participants who were graduates of the Associate of Applied Science degree in Early 
Childhood Education in one region of the United States. I conducted semistructured 
virtual interviews with open-ended, probing questions.  
Thematic analysis was used for this study to explore people’s perspectives (Braun 
& Clarke, 2006). The interview data were transcribed, reviewed for familiarity, and then 
coded using a priori and open coding to determine emerging themes. 
Definitions 
Asset-based. Focusing on the talents, potential and strengths that students bring to 




(Association of College & Research Libraries Instruction Section Research Scholarship 
Committee. (2018).  
Associate of Applied Science Degree. A degree that prepares the child care 
provider for the workforce. The degree includes no less than 60 credits and no more than 
70 credits. The degree may or may not transfer to a 4-year institution (Maryland Higher 
Education Commission, 2013).  
Aspirational capital. The “hopes and dreams” of the students even when faced 
with barriers or obstacles. Aspirational capital keeps students motivated and looking 
towards a better future for themselves and their families (Yosso, 2005). 
Child development associate. A child development associate (CDA) is a 
professionally recognized credential based on set national competency standards that 
require 120 clock hours of training, one year of work experience, evaluation of a 
professional portfolio, and completion of an assessment (Council for Professional 
Recognition, 2017). 
Childcare providers. The term used for a person providing care for young 
children for compensation, whether home-based or center-based and is the person legally 
operating following his/her state laws (Office of Law and Revision Counsel, 2000). 
Community cultural wealth. A conceptual framework informed by critical race 
theory that identifies six forms of capital that marginalized groups possess. “Community 
cultural wealth is an array of knowledge, skills, abilities, and contacts possessed and 
utilized by Communities of Color to survive and resist macro and micro-forms of 




Deficit-based. The belief that specific populations of students such as 
nontraditional, low income, and minorities fail due to family and student’s fault. The 
students and families are blamed for deficits from home or internal lack of ability. Fault 
is placed on student or family for failure (Valencia, 1997). 
Early childhood educators. The term used to describe any professional working in 
an Early Learning and Development program and includes both center-based, family-
based child care providers, home visitors, and administrators (U.S. Department of 
Education, n.d.).  
ECE workforce. Defined as a person who cares and educates children birth 
through five for pay (Maroto & Brandon, 2012). 
Familial capital. The connection to one’s family and all those who are included in 
the family, including friends and community. Familial capital supports the student and 
connects them to a sense of belonging and support (Yosso, 2005).  
Linguistic capital. The communication and language skills of the student. This is 
not necessarily only language, but how the students communicate with those around them 
and the ability to orally communicate because of cultural forms of communication they 
have been brought up in (Yosso, 2005). 
Minority. Refers to a group that is identified by social, religious, ethnic, racial, or 
other characteristics and that is oppressed or discriminated by groups that hold higher 




Navigational capital. Defined as learning to navigate institutions with dominant 
cultural norms by using social networks (Samuelson & Litzler, 2016; Yosso, 2005). 
Nontraditional Student. Defined as students that are not the typical student, are 
over the age of 24, have financial obligations to support themselves and possibly 
dependents, are returning students to higher education, or maybe immigrants with no 
prior schooling experience in the United States (National Center for Education Statistics, 
n.d.). 
Resistant capital. The ability to resist opposition and develop skills to persist 
when faced with repression (Da Graca & Dougherty, 2015). Resistant capital can be 
passed down from generation to generation or can come from community and historical 
legacy (Da Graca & Dougherty, 2015).  
Social capital. The resources through people who can help navigate the actual 
society and higher education institution that family may not have knowledge about 
(Yosso, 2005). 
Time-to-degree-completion. The literal time it takes a student to complete their 
degree from enrollment to graduation (Shapiro, et al., 2016). 
Child care providers/early childhood educators/ECE workforce are all used 
interchangeably in research studies and literature. For this study, the term child care 
provider was used to define those working for pay in the early childhood field, including 





This study was based on assumptions that were believed to be true but could not 
be demonstrated as true. I assumed that all participants answered the verification of 
criteria honestly and had a sincere interest in the research study with no ulterior motives. 
Participation was voluntary and no money or gifts were provided. I also assumed that all 
participants’ oral interview responses were accurate and presented an honest depiction of 
their experiences outside of the college and within the college while completing their 2-
year degree. This assumption was important since the purpose of the study was to explore 
perspectives of the minority child care providers’ time to completion.  
Scope and Delimitations 
The scope of this basic qualitative study was to explore the perspectives of 12–15 
participants who completed an Associate of Applied Science degree in Early Childhood 
Education in one region of the Eastern part of the United States. The study sought to 
explore the perspectives of minority child care providers on barriers to timely degree 
completion of an Associate of Applied Science degree in Early Childhood Education. I 
chose this focus because of the changes implemented to child care provider educational 
requirements across the national and the impact that it may have on minority child care 
providers. In 2019, NAEYC released updated Professional Standards and Competencies 
for Early Childhood Educators, which implemented new national guidelines for child 
care providers to complete an associate or higher level degree. According to data from 
Office of Child Care Credentialing Branch in FY 2019, 460 child care providers were 




from the state to complete the degrees. Of these students, 46 graduated, and 91 withdrew 
from the program for a variety of reasons. Child care providers are enrolling in 
community colleges but they are not completing degrees in less than 3 years or are 
withdrawing from college before graduating.  
My research study was delimited to participants who took 7-10 years or more, 
from 2000 to 2020, to graduate from community colleges in one region of the United 
States, who graduated with an Associate of Applied Science in Early Childhood 
Education degree, were working in child care while enrolled at a community college, and 
identified as minority students. The study did not include currently enrolled minority 
students in the Associate of Applied Science in Early Childhood Education at community 
colleges. Early Childhood Education majors currently enrolled in the Associate of 
Applied Science degree throughout the region began taking college courses in 2012 or 
before 2012 and are currently taking classes. The study excluded students in the Early 
Childhood Associate of Arts degree in Teaching (AAT). Students enrolled in the 
Associates of Arts in Teaching are focused on transfer and teaching in public schools, 
Pre-K–3rd grade. The AAT majors are mainly traditional students who attend college full 
time during the day. The careful selection of the study’s sample augmented transferability 
to other contexts. To further enhance transferability, I provided detailed descriptions of 
the sample population, study, and findings (Creswell, 2014; Merriam, 2009). Purposeful 
sampling, using clear selection criteria, also allowed readers of the study to apply the 




The conceptual framework most related to the area of study was Tinto’s theory of 
institutional departure (Tinto, 1993). Tinto (1993) stated that for students to persist in 
college, students must be integrated into the college formally and informally. I decided 
not to use this theory because of the focus of the institution itself. It would have been 
difficult to apply it to the child care provider perspective on barriers outside of the 
institution.  
Limitations 
One limitation was the number of participants selected for this study, 12, limited 
the number of perspectives in the study. Limitations also present in the study were child 
care providers were from one specific region, they were all minority students, and were 
majority female. Participants selected were graduates of community colleges in one 
specific region of the Eastern part of the United States and graduated with the Associate 
of Applied Science in Early Childhood Education.  Minority, female students who have 
graduated from the Associate of Applied Science in Early Childhood Education may be a 
limitation because it narrows the population sample to minorities, a specific gender, and 
specific degree which may limit the possibility of transferability to other contexts outside 
of the population of female, minority child care providers.  
I explored my own position on the topic to be aware of my biases. In qualitative 
research, this is called researcher’s position or reflexivity (Merriam & Tisdell, 2016; 
Patton, 2015). Being aware of one’s own position on the topic is critical since biases may 
affect the research process. As the researcher, I needed to identify my own position to 




documenting the decisions I made and why I made them. Respondent validation was 
conducted with the participants to get feedback on the emerging themes to ensure 
accuracy and to ensure that the participant’s insights were correct. To check biases, an 
early childhood expert reviewed the questions to determine alignment to the field of 
study and suggest additional questions based on whether content was missing.  
Potential biases include the participants knowing me without me knowing them. 
As an early childhood faculty who has been actively involved in the early childhood 
field, I present at local, state, and national conferences; therefore, it is possible for a 
participant to know me as a presenter without me knowing the participant. Throughout 
interviews, I needed to maintain a neutral stance and to ensure that I did not reinforce any 
positive feedback from the respondent (Birt et al., 2016). Maintaining a neutral stance 
required that I not express my personal opinions, that I focused on questions that can 
have meaningful responses, avoided questions that asked the participant to agree or 
disagree, and ask open-ended questions that allowed the participant to respond freely.  
Due to the sample population, the findings were not generalizable; however, they 
may be transferable. To minimize limitations of transferability, strategies are in place to 
abate questions of credibility and dependability. Credibility occurs by applying different 
strategies to increase the credibility of the findings and to ensure that the participants’ 
perspectives align with the researcher’s interpretation (Merriam & Tisdell, 2016; Tufford 
& Newman, 2010). Dependability refers to the consistency of data collection (Merriam & 
Tisdell, 2016; Tufford & Newman, 2010). I included audit trails documenting detailed 




included detailed, documented data collection, how themes were selected, a description 
of how the data were analyzed, and all decisions made throughout the research (Merriam 
& Tisdell, 2016). Transferability refers to how the results can be generalized or 
transferred to other contexts (Trochim, 2020). For transferability, I wrote rich, thick 
descriptions of participants, including detailed quotes (Merriam & Tisdell, 2016). I also 
included a thorough, detailed description of the interview settings and findings of the 
study to enable transferability. The ultimate goal of transferability is that readers can 
apply the findings to other contexts (Cohen & Crabtree, 2006; Merriam & Tisdell, 2016; 
Trochim, 2020). 
Significance 
The results of this study may provide insight and contribute knowledge to national 
early childhood organizations, state agencies, community college early childhood 
programs, and child care providers by exploring the perspectives of minority child care 
providers regarding how to reduce the time-to-degree-completion. In addition, the 
findings from the research study may add to current literature on child care providers 
time to completion and further research that will benefit the early childhood field. Due to 
a fragmented system and limitations of how data are collected, there is unreliable data to 
assess time-to-degree-completion for minority child care providers. There is a need to 
understand how to better support minority child care providers to timely degree 
completion at community colleges (Kaplan, 2018; Limardo, Hill, et al., 2016). If 
community college early childhood faculty and child care providers understand the 




community colleges for minority child care providers enrolled in the Associate of 
Applied Science degree in Early Childhood Education. Community college faculty and 
administrators may be able to identify specific barriers acknowledged by the minority 
child care providers, and may implement changes to eliminate or reduce those barriers. 
The findings may result in not only supporting change for minority child care providers at 
community colleges but may also result in change for other minority students enrolled in 
other Associate of Applied Science degrees at community colleges. 
Summary 
The problem this qualitative study sought to address was the length of time it 
takes minority child care providers, seeking an associate degree in early childhood 
education, to graduate. The purpose of this study, as reflected in the research question, is 
to explore, from the perspective of the child care provider as a student, what barriers, 
both from the institution internally and externally, prohibited minority child care 
providers from completing a 2-year degree in a timely manner. The conceptual 
framework in this study was based on Yosso’s theory of community cultural wealth 
(2005) and applied to child care providers as minority students. Participants were 
graduates of the Associate of Applied Science degree in Early Childhood Education and 
were from the Eastern part of the United States. Chapter 1 gives an overview of the study 
that includes the significance and how it may be important to early childhood education 
community college faculty and students.  
This study may contribute to positive social change by providing knowledge to 




eliminate barriers for child care providers as minority students. If changes are made at 
community colleges to eliminate barriers, minority child care providers may be able to 
complete Associate of Applied Science degrees in Early Childhood Education in less than 
7–10 years. The benefit to these minority child care providers may be an increase in pay 
for completing a degree and promotion to a lead teacher in a child care classroom.  
In Chapter 2, I provide a review of the literature. I review the conceptual 
framework based on Yosso’s (2005) community cultural wealth. I also review the 
literature on the background of child care providers, the current literature that addresses 
the child care provider themselves, and the barriers to college. Chapter 2 concludes with a 




Chapter 2: Literature Review 
Chapter 2 consists of the review of the literature, literature search strategies used, 
including databases and search engines, with key terms and combinations used to 
complete the research. The conceptual framework is identified, defined, and synthesized 
with findings of a key theorist, along with an explanation of how the phenomenon 
directly applies to the study. This is followed by a detailed review of over 50 current 
sources drawn from peer-reviewed journals related to the phenomenon with a discussion 
of how the research directly applies to the study. Finally, Chapter 2 ends with a summary 
and conclusion, summarizing the themes and noting how the study fills a gap in the 
literature. 
Due to a lack of established national educational requirements for child care 
providers, the early childhood education profession is undergoing educational 
requirement changes in the United States (Deutsch & Riffin, 2013; Institute of Medicine 
& National Research Council, 2015; National Association for the Education of Young 
Children, 2019). Every state has different educational requirements for child care 
providers, which range from no educational requirements for entry-level positions to 
associate degrees. There is no nationally recognized career pathway to guide child care 
providers towards a 2-year degree (Bernoteit et al., 2016; Institute of Medicine & 
National Research Council, 2015; Limardo, Hill, et al., 2016; Limardo, Sweeney, & 
Taylor, 2016; Whitebook, 2014; Whitebook, McLean, & Austin, 2016). Community 
colleges throughout the region offer early childhood degrees; however, the courses within 




field of early childhood education by setting specific educational requirements to be used 
nationally. The changes proposed by the NAEYC and supported by national affiliates 
requires that child care providers return to higher education institutions and, at minimum, 
earn an associate’s degree in order to be a lead teacher in a classroom with children from 
birth through age 5. Even with an associate’s degree, the teacher needs to be supported 
frequently by a person with a bachelor’s degree in early childhood education (Power to 
the Profession, 2019). 
The problem this basic qualitative study sought to address was the length of time 
it takes minority child care providers to graduate with an associate degree in early 
childhood education. Research indicates that it may take child care providers 7–10 years 
or more to complete a 2-year degree; however, research does not provide conclusive 
evidence as to why it may take child care providers this length of time (Kaplan, 2018). If 
national and state requirements mandate degrees and set specific timelines for 
completion, as recommended by the Institute of Medicine and National Research Council 
(2015), child care providers may be negatively impacted by lost employment, closure of 
family child care homes, or demotion from lead teaching positions to assistant teachers in 
child care centers (Bullough, 2016; Hall-Kenyon et al., 2014). According to Gould 
(2015), 95.6% of child care workers are female and over 50% are women of color. Child 
care centers and family child care homes employ more females than do public schools, 
with 18% of the overall workforce being immigrants and 23% of those in family child 
care speaking Spanish (National Research Council, 2012; Park, et al., 2015; Whitebook, 




States by 2022 (Limardo, Sweeney, & Taylor, 2016; Schilder, 2016; U. S. Bureau of 
Labor Statistics, 2018). The pathway to meet high standards and educational 
requirements is complicated, challenging to navigate, and varies for child care providers 
(Institute of Medicine & National Research Council, 2015; Schilder, 2016). Miller and 
Bogatova (2009) found that African American and Hispanic students, as well as those 
with high school diplomas or GEDs, who began higher education programs to major in 
early childhood education, were more likely to drop out of the program than those who 
already had some college credits. The purpose of this qualitative study was to explore, 
from the perspectives of minority child care providers, what barriers, if any, cause a delay 
in time-to-degree-completion.  
Literature Search Strategy 
For this research study, the following databases were searched for the years 2015–
2020: ProQuest, Eric (EBSCO), JSTOR, Child Care and Early Education Research 
Connections, and SAGE. The keyword pairings were early childhood students and 
community colleges, child care providers and education, child care workforce and 
educational requirements, and child care workforce qualifications. Due to the variety of 
titles for those who work as teachers in child care centers and family child care homes, I 
substituted child care providers, early childhood educators, family child care provider, 
and early childhood workforce.  
Conceptual Framework 
In this study, Yosso’s (2005) community cultural wealth is applied to minority 




Community cultural wealth is a conceptual framework informed by critical race theory 
“described by values and capacities cultivated by communities of color that enable 
persistence often in the face of significant obstacles” (Burciaga & Kohli, 2018, p. 71). 
Yosso (2005) stated that marginalized groups have different cultural capital than middle 
and upper-class dominant groups in society. The traditional form of cultural capital 
theory does not recognize the cultural capital from marginalized groups. Yosso (2005) 
challenges the discourse that marginalized groups do not possess or inherit the necessary 
traditional forms of cultural and social capital required to succeed in higher education 
institutions and may have cultural deficiencies (Yosso, 2005). The cultural capital 
identified by Yosso for marginalized groups can add value to a student’s experience in a 
classroom, but may not be recognized by the upper-middle class as an asset. The capital 
that students of marginalized groups do have is what Yosso termed as community 
cultural wealth. Yosso (2005) proposed that six types of capital apply to marginalized 
groups: aspirational capital, familial capital, linguistic capital, navigational capital, 
resistant capital, and social capital. 
Ladson-Billings and Tate (1995) stated, “the ‘voice’ component of critical race 
theory provides a way to communicate the experience and realities of the oppressed, a 
first step on the road to justice” (p. 58). Minority child care providers who can continue 
through education studies for 7–10 years or more and complete the degree must maintain 
aspirational and resistant capital as they slowly progress towards the degree. This 
minority student population must also learn to navigate the college system, have a social 




cultural wealth shifts the emphasis from the minority child care provider for not 
completing degrees within a specific timeframe and focuses on the assets the student 
brings with them to the college. Community cultural wealth guided the framework to 
exploring the perspectives of minority child care providers regarding what barriers, if 
any, may influence a delay in timely degree completion.  
Yosso (2005) utilized a critical race theory lens to critique the deficit model of 
cultural capital theory that is applied to students of color and marginalized groups and 
instead introduced the theory of community cultural wealth with six forms of capital that 
students bring as assets to the higher education environment with them. Bourdieu's 
(1986) cultural capital referred to the skills and knowledge that a person acquires from 
belonging to a particular social class. Such skills and knowledge include understanding 
how to navigate higher education institutions (Exposito & Bernheimer, 2012). Minority 
students may not possess the cultural capital, as defined by Bourdieu’s (1986) needed to 
navigate the higher institutions of learning. Minority students do not always possess the 
cultural capital, as defined by Bourdieu’s, required to successfully navigate enrollment 
process, financial aid, and other processes involved with matriculation. Cultural capital 
also “refers to credentials and qualifications such as degrees or titles that symbolize 
cultural competence and authority” (Longhofer & Winchester, 2016, para. 6). With the 
traditional definition of cultural capital, minority students enter college with a deficit, not 
understanding the system (they do not know what they do not know). Minority students 
enrolling at community colleges are majority first-generation and attend part-time 




communities of these students may not possess the social capital of understanding higher 
education to pass onto their children. The concept of the traditional terms of cultural and 
social capital speaks to a deficit model of minority students (Yosso, 2005).  
Deficit models place the responsibility on the student for not possessing the 
necessary cultural and social capital allowing them to navigate and persist in college 
(Davidson & Wilson, 2017; Garcia & Guerra, 2004; Gay, 2010; Yosso, 2013). Higher 
education institutions are designed for students to have some understanding of how to 
navigate the system and the institution. Therefore, when students do not navigate the 
higher education institution or fail to understand the different enrollment processes, 
responsibility is placed directly on the student. Yosso (2005) proposed that instead of the 
deficit model, a new lens be used to support socially marginalized groups and the cultural 
wealth for which they are not recognized. Minority students' community cultural wealth, 
or what they do bring with them to an educational setting from learned experience in their 
cultures, communities, and families, needs to be utilized to support the students in 
enrollment and completion (Sandoval-Lucero et al., 2014; Yosso, 2005). In my study, 
minority child care providers are a marginalized group in the United States and are a 
subgroup or “subdivision of a group” to elementary school teachers. Childcare providers 
– those working with infants through age five – earn just above poverty wages and have 
had no real increases since the late 1990s (Isaacs et al., 2018; Whitebook, Phillips, & 
Howes, 2014). “Child Care workers are 95.6% female and are disproportionally workers 
of color” (Gould, 2015, p. 1). Child care providers working in child care centers or family 




requirements, do not have set qualifications, and currently, in the United States are not 
viewed as a profession in comparison to public school teachers (Gerde et al., 2014; 
Kashen et al., 2016; National Association for the Education of Young Children, 2016; 
Whitebook, 2014). Child Care is not viewed as a teaching profession and is listed 
separately as child care workers in the U. S. Bureau of Labor Statistics (2019).  
Minority child care providers may not possess the navigational nor social capital 
to traverse higher education institutions (Gardner et al., 2019). However, minority child 
care providers possess a quality of aspiration and resistant capital taking 7–10 years or 
more to complete a 2-year degree. Therefore, minority child care providers should not be 
seen through a deficit lens. Institutions of higher education need to draw from minority 
child care providers’ wealth of experience in the field, knowledge, resistance, persistence, 
and aspirations to support their time to completion. Engaging the minority child care 
provider in the college community may help the students to overcome barriers both 
internally at the institutions of higher education and externally in their personal lives to 
obtain degrees in the early childhood field in the least amount of time as possible 
(Davidson & Wilson, 2017; Gardner et al., 2019; Sandoval-Lucero et al., 2014).  
Literature Review Related to Key Variables and Concepts 
Historically in the United States, teacher education preparation focused on 
preparing teachers to teach elementary school children beginning with first grade. In the 
late 1800s, with Froebel and Montessori as models, several women, including Susan 
Blow brought the concept of kindergarten to the United States. Kindergarten preparation 




women to teach kindergarten and was viewed as preparation for motherhood. Education 
courses at training institutes were practical (New, 2016). The teacher education 
preparation programs did not take into account families in poverty of this period. “From 
the beginning, we have had day nurseries (or daycare or child care, to use the modern 
terms) for the poor and early childhood education for the affluent” (Cahan, 1989, p. 5). 
Early childhood programs focused on education were staffed with trained teachers, while 
early childhood programs for the low income focused on care were staffed with untrained 
personnel that were required to meet minimal standards. The history of early childhood 
education and childcare has been one of underfunding and lack of training for those 
working and caring directly with young children (Cahan, 1989; Whitebook, 2014). 
As early childhood educators learned more about child development and theories 
emerged, the field of early childhood evolved with advocates of early childhood 
education organizing and forming organizations such as the National Association for the 
Education of Young Children (New, 2016). Even with the progress of child development, 
early childhood services remained as a private responsibility of the families (Barnett & 
Riley-Ayers, 2016). Historically, the U.S. government has had a very limited role in 
childcare and only stepped in during WWII to support women entering the workforce 
(Barnett & Riley-Ayers, 2016). Child care throughout the history of the United States to 
the present has remained the responsibility of the family with few exceptions, such as 
Head Start and subsidies that are focused on serving low-income families. Because of the 
history of early childhood, the system is fragmented with limited data and research, 




Whitebook, 2014). Diversity within the early childhood workforce has been discussed 
minimally throughout the history of early childhood education. Research has been limited 
with the focus on higher education of child care providers connected only to classroom 
quality (Hall-Kenyon et al., 2014; Whitebook, 2014; Whitebook & Ryan, 2011). Early 
childhood education is fragmented due to the historical belief that early childhood care is 
different from early childhood education. Unlike early childhood education, early 
childhood care costs are the responsibility of the parents, and thus affects salaries of child 
care providers in the form of low wages (Gould et al., 2017).  
In the present time, the child care workforce is perceived as not needing higher 
education due to the distinction made between caring and educating children (Limardo, 
Hill, et al., 2016; Whitebook, Phillips, & Howes, 2014). Public perception assumes that 
caring for young children requires no educational background while educating young 
children requires degreed teachers (Institute of Medicine & National Research Council, 
2015). In a report published June of 2016, U.S. government agencies acknowledged that 
young children need high-quality experiences with a highly qualified workforce (U.S. 
Department of Health and Human Services & U.S. Department of Education, 2016). 
However, a highly skilled workforce is difficult when the child care sector lacks pay 
parity and standardized national educational requirements for child care provider. Child 
care providers not only care for young children, but also provide daily educational 
experiences through developmentally appropriate practices in classrooms with young 




including social, emotional, language, cognitive, and physical (Meloy & Schachner, 
2019). 
In understanding the historical background of child care providers in the United 
States to the present time, minority child care providers align with Yosso’s (2005) 
definition of “marginalized group that often goes unrecognized and unacknowledged” (p. 
69). Yosso (2005) proposed that six types of capital from an asset-based standpoint apply 
to marginalized groups: aspirational capital, familial capital, linguistic capital, 
navigational capital, resistant capital, and social capital. Minority child care providers 
who can continue through educational studies for 7–10 years or more and complete a 2-
year degree must maintain aspirational capital as they slowly progress towards the degree 
(Stechuk et al., 2019). As nontraditional students, this population must also learn to 
navigate the college system, have a social support system, and continuously progress 
even when barriers are in place. Using community cultural wealth as the framework to 
move the responsibility away from the student guides the research question to understand 
what barriers are in place both internally and externally that impede the minority child 
care provider from completing a degree in a timely manner. 
Aspirational Capital 
Apirational capital is defined as hopes and dreams of students, even when faced 
with barriers (Yosso, 2005). Community colleges are 2-year programs; however, many 
child care providers take 7–10 years or more to complete. Aspirational capital may be 
what keeps students motivated to continue year after year to complete a degree. The 




finding project to hear from what ealry chilhdood educators had to say about educational 
requirements. The research market team of Fairbank, Maslin, Maullin, Metz & 
Assoicates and Public Opinion Strategies conducted an online survey of 3,750 current 
and former National Association for the Education of Young Children child care 
providers throughout the United States, it was found that over 80% believed that set 
qualifications should be required for child care providers to ensure higher compensation; 
however, there was no consensus on degree requirements. As per the National Student 
Clearinghouse report, time-to-degree  is the time elapsed from the time of enrollment to 
actual degree attainment (Shapiro et al., 2016). According to the authors, the average 
time for degree attainment of an associate degree for a traditional student at a community 
college is 3.3 years, with 35% of students completing in four or more years. Students 
considered nontraditional took longer to complete the associate degree; however, the 
National Integrated Postsecondary Educational Data System only tracks data up to six 
years, meaning that no data are collected after 6 years of no completion of a degree 
(Integrated Postsecondary Education Data System, 2016). With the current research, 
minority childcare providers continue year after year with the hope of completing an 
associate of early childhood degree.  
The perspectives of minority child care providers as students and their aspirations 
to complete a degree depend on supportive environments that respond to students' needs 
within the institution and outside the institution (Bergman, et al., 2014; Sandoval-Lucero, 
et al., 2014). However, limited data exists as to child care providers’ perspectives at 




Bogatova (2009) found that only 14.9% of participants remained in a program with a 
significant number of African American and Hispanic students dropping out. The number 
is significant overall to minority child care providers disenrolling from programs and 
provides further evidence as to the gap in understanding how some minority child care 
providers continue towards completion and others drop the program. Sandoval-Lucero, et 
al. (2014) recommend that colleges view student success through the perspective of 
students of color to support them towards degree attainment. With minority child care 
providers, perspectives and aspirational culture should be viewed through the populations 
as a whole to support them through degree completion.  
Familial Capital 
 Cultural differences regarding family. Minority students returning to school 
have family responsibilities (Park et al., 2015). Minority child care providers who are 
women may face additional responsibilities outside of work and college (Gardner et al., 
2019; Kaplan, 2018; Stechuk et al., 2019). Many childcare providers have the 
responsibility of caring for their children and tending to domestic duties (Stone & 
O’Shea, 2013). What faculty at higher education institutions view as barriers may not be 
the barriers that minority child care providers see as barriers due to family responsibilities 
and cultural differences. The United States' cultural norms are different from the cultural 
norms of people who most recently immigrated to the United States. Therefore, family 
responsibilities may outweigh setting college coursework as a priority. At the NAEYC 
2018 Conference, one Spanish session focused on changes to the early childhood 




enrolled in higher education programs spoke on their lived experience of higher 
education.  
I feel guilty for having missed so many events; my children have missed out on 
dinners and me being there to support them with homework. They are older now 
in college; however, that guilt has stayed with me throughout these years. 
(Student Presenter 1, 2018 NAEYC Conference)  
 I have a very supportive husband, I have waited until my children are older so 
now that they are in high school and college; I’m returning to better my English 
since I already have a degree from my country. I miss out on making my family 
dinners; however, they have been very good supporting me (Student Presenter 2, 
NAEYC Conference, 2018). 
Family support. Sandoval-Lucero, et al. (2014) found that family support while 
enrolled at community colleges was critical for students to remain enrolled and complete 
college. Family support can range from moral support to financial to help the student 
during the time of enrollment. Financial support ranges from supporting the student 
financially to providing any assistance such as living at home. Moral support provides 
encouragement to continue, to succeed, and to complete even when a family member 
may not fully understand the educational process. For many non-traditional students, 
physical support can be essential and lessen the guilt associated with spending less time 
with the family. Physical support includes families completing extra household work, 
cooking for families, and taking on more responsibility for children in the home. Lin 




when they had little family support. Having the families of students invested in the 
student’s success can reduce attrition for minority students (Bergman et al., 2014; Bohl et 
al., 2017). Community colleges have a place within the community that can allow them 
to host events that involve families. At one college in the Washington, DC, region, a 
community college hosts Family Day or Dia de la Familia, collaborates with the county 
council to host events such as Multicultural Celebrations on the college campus, and 
reaches out to the community to host college nights at elementary/high schools 
(Montgomery College, 2010; CultureSpotMC.com, 2016). Bergman et al. (2014) 
recommend that colleges reach out to families and make them part of the student 
academic journey so families could feel a sense of inclusion in their students’ higher 
education experience.  
Linguistic Capital 
English language learners. The actual environment of early childhood associate 
programs can influence a child care provider’s ability to return to formal education and 
time to complete a degree. Many minority child care providers returning to college are 
nontraditional students and working full time (Cheng et al., 2018; Limardo, Hill, et al., 
2016; Whitebook, McLean, & Austin, 2016). A significant number of child care 
providers throughout the United States are English Language Learners or require 
remedial courses for English (Kaplan, 2018; Limardo, Sweeney, & Taylor, 2016). 
Twenty-three percent of childcare providers speak another language, while 16% speak 
Spanish (Cheng et al., 2018). The total number of immigrant workforce in early 




caregivers who are immigrants since childcare provides faster access to employment 
(Park et al., 2015).  
However, accessing higher education is not easy for this population of minority 
child care providers due to the complex U.S. higher education system, limited financial 
resources, and at times limited language skills even in their native language (Cheng et al., 
2018; Eberly, 2016; Gardner et al., 2019; Limardo, Hill, et al., 2016). Adding to the 
barriers is the inability to access financial aid for noncredit English language classes or 
remedial noncredit courses. When child care providers qualify for financial aid, they may 
not be able to receive grants due to the requirement of attending part-time each semester 
(Cheng et al., 2018). Minority child care providers who are English language learners 
(ELL) may spend several years in English preparation classes before beginning college-
level course work, which adds several years to completion of an associate degree (Park et 
al., 2015).  
Remedial English classes and culture. Hodara and Jaggars (2014) found that 
students placed in lower English remedial courses tended to have a higher attrition rate. 
Returning to a formal educational setting can be intimidating due to childcare providers, 
not understanding how to navigate the college system, and having to complete many 
remedial English courses (Eberly, 2016). Supporting students to understand how to 
navigate the college system is important and students tend to find faculty or advisors who 
they are comfortable with to ask for support. Linguistic capital is more than language. 
Linguistic capital is also how the students communicate with those around them and the 




brought up with (Yosso, 2005). Students tend to find faculty and advisors who look like 
them or that they feel may understand their culture (Fairlie et al., 2014; Gopalan & 
Brady, 2019). Students may not relate to faculty due to differences in culture or vice 
versa. Race and ethnicity of instructors can affect students’ overall success in a class and 
completion. Fairlie et al. (2014) found that the instructors’ race or ethnicity influenced 
students’ long-term decisions of selecting their major and that having minority faculty as 
instructors positively affected students’ degree completion. 
Navigational Capital 
Qualifications. Child care in the United States is complex and made of many 
different types of child care, such as private for-profit, public nonprofit, private center-
based, public PreK, Head Start, and family child care. Throughout the United States, 
there are no set national qualifications or degree requirements for child care providers to 
work as teachers in child care centers or to open a family child care (Institute of Medicine 
& National Research Council, 2015; Klein, et al., 2016; Whitebook & Austin, 2015). 
Minimum teacher qualifications in 27 states mean that child care centers and family child 
care providers require only a high school diploma to qualify as an assistant teacher of 
infants, toddlers, preschool children, or open a family child care home (Ackerman, 2016; 
Limardo, Sweeney, & Taylor, 2016; Maroto & Brandon, 2012). When staff is hired who 
do not have any experience in early childhood education, inadequate and limited training 
is provided.  
Professional development. To improve teacher quality, early childhood 




providers (Brown & Englehardt, 2016). However, studies have found that childcare 
providers complete professional training to meet state requirements and that there is 
limited application of the knowledge gained in classrooms (Brown & Englehardt, 2016; 
Linder et al., 2016). Other findings on professional development included having over-
representation in professional development by specific groups who were educated and 
experienced and being underrepresented by assistant teachers and family child care 
providers (Weber-Mayrer et al., 2015).  
Most of the states require professional development training to be completed by 
new staff to become a lead teacher in a classroom of children ages infants through age 
five; however, the training requirements are different state by state (Cheng et al., 2018; 
Gardner et al., 2019; Stechuk et al., 2019). A person with a high school diploma and 
professional development training is then qualified to write curricula, plan daily 
schedules, and be trusted to lead a classroom of children with developmentally 
appropriate practices. “Only 18 states and Washington, D.C. require lead teachers in child 
care centers to have more than a high school diploma” (Bornfreund et al., 2015, para. 5). 
With no set minimum requirements, young children are taught by child care providers 
who have had minimal training in early childhood education. Yet, research by Barnett 
(2003), Institute of Medicine and National Research Council (2015), and Whitebook 
(2003) recommended that lead teachers in care and education settings be required to have 
a bachelor’s degree in early childhood education.  
Accreditation standards. In 2006, NAEYC made changes as to what would be 




were to change gradually throughout nine years. The purpose of the changes was to 
ensure that accredited centers have highly qualified teachers by the year 2020 (Freeman 
& Feeney, 2006). NAEYC defined highly qualified to include higher education degrees 
(Freeman & Feeney, 2006). In 2017, NAEYC embarked on Power to the Profession, 
which aims to professionalize the early childhood field by setting specific qualifications 
that include educational requirements for the child care/early childhood education 
teachers (Power to the Profession, 2018). Highly qualified teachers have many different 
meanings throughout the United States and in public school settings. In pre-K–12, highly 
qualified is defined as “Personnel who have the appropriate training and specialized skills 
to support children’s development and learning during the critical early years” (National 
Association of Early Childhood Teacher Educators, 2009, p. 4). The National Association 
of Early Childhood Teacher Educators (2009) further states that teacher certifications 
should be required in state-funded preschool programs. As of the present, the NAEYC 
and those working collaboratively with the organization have not defined what highly 
qualified teacher in the early childhood field means. Nationally, for child care providers 
caring for children who are infant through age 5 (before entering kindergarten), there are 
no clear definitions of a highly qualified teacher, and degrees for early childhood 
education vary from college to college and state to state (Institute of Medicine & National 
Research Council, 2015; Schilder, 2016; Whitebook & Austin, 2015). 
Navigating higher education. Navigating higher education institutions can be a 
challenge for nontraditional students such as minority child care providers due to 




working hours (Bohl et al., 2017; Sims & Barnett, 2015). Counselors may lack an 
understanding of the early childhood programs and guide students to a different major, 
therefore, adding time-to-degree  completion for the child care provider (Douglass et al., 
2015; Glazer et al., 2017; Goncalves & Trunk, 2014; White et al., 2016; Whitebook, 
2014). Nontraditional students who work throughout the day are not able to meet with 
advisors, and when they do, they may find that general education advisors have little 
knowledge of the early childhood program thus advising the student to meet with an early 
childhood faculty (Gardner et al., 2019; Glazer et al., 2017; Goncalves & Trunk, 2014; 
Martin et al., 2014). Advisors may incorrectly guide students to noncredit workforce 
development or an Associate of Applied Science degree when a student is focused on a 
transfer degree or vice versa.  
Higher education institutions have barriers that limit access to child care providers 
enrollment in early childhood programs (Glazer et al., 2017). Barriers can include time 
availability of classes, semester schedules, articulation from a 2-year community college 
to a 4-year institution, and access to services such as writing centers, tutoring, and 
counseling (Glazer et al., 2017; Limardo, Hill, et al., 2016; Steinhaus & Walker, 2016; 
White et al., 2016; Whitebook, 2014). Community college's availability of classes, 
schedules, and hours do not reflect the community college student population enrolled at 
the college (Davidson & Wilson, 2017).  
With no national requirements or guidelines for child care providers, higher 
education institutions throughout the United States have early childhood programs that 




programs that focus on preschool with no courses on infants and toddlers while other 
higher education programs offer courses ranging from birth through age eight (Austin et 
al., 2015; Buettner et al., 2016; Whitebook, 2014). The only current national standards 
for early childhood higher education programs are from NAEYC. Early childhood higher 
education programs can elect to be accredited by NAEYC. Accreditation by NAEYC is 
voluntary for higher education institutions and requires annual fees to maintain 
accreditation (NAEYC Accreditation of Early Childhood Higher Education Programs, 
2017). 
Research conducted by Friedman-Krauss et al. (2016) focused on comparing 
higher education of teachers with quality preschool and childcare. The research 
demonstrated that programs that employ teachers in preschool with 4-year degrees have 
long-term effects on children, families, and the community. Long-term studies such as 
the High/Scope Perry Preschool Project, the Abecedarian Project, and Abbot Preschool 
Program Longitudinal Effects Study: Fifth Grade Follow Up demonstrated long-term 
impact on low income and minority children (Barnett et al., 2013; Elango et al., 2016; 
Friedman-Krauss et al., 2016). The long-term effect of highly qualified teachers goes 
beyond academics; studies demonstrated that the long-term effects on children were 
social, emotional, and economically beneficial (Heckman, 2016; Institute of Medicine & 
National Research Council, 2015). A teacher’s influence on a child goes beyond the time 
that the child is in care. Studies have demonstrated that the first five years of a child’s life 
are crucial in their long-term development and that the learning experiences in the early 




By contrast, a study by Lin and Magnuson (2018) found that more than higher 
education is required for high-quality childcare programs and that teacher education is 
only a part of identifying a high-quality childcare program. Teachers still need materials 
and curriculum support. Of the seven childcare programs studied, the data revealed that 
the teacher’s higher education played a role in classroom quality and benefited the child’s 
development. Child care providers with no early childhood education had lower 
classroom quality, while teachers with some training such as the Child Develpoment 
Associate (CDA) Credential or some higher education college classes in early childhood 
had higher classroom quality. However, education was not significant enough to state that 
it was the only contributing factor to quality. Fuligni et al. (2009) concurred, stating that 
teachers with a bachelor’s degree alone were not enough to demonstrate significant 
outcomes for young children. Child care providers and experts in the field agree that a 
degree does not necessarily equate to high-quality child care professionals (Limardo, 
Sweeney, & Taylor, 2016; Washington, 2015; Washington & Gadson, 2017).  
National Association of Early Childhood Teacher Educators (2009) recommended 
that all early childhood teachers in publicly funded preschools be required to have a 4-
year degree. In one specific state in the region, the Prekindergarten Expansion Grant that 
offers PreK to low-income children requires that the PreK teacher be a 4-year degreed 
certified teacher and that the assistant teacher has at minimum, an associate’s degree 
(Division of Early Childhood, 2019). Throughout the state, many pre-K programs that are 
operated by the local school system are housed in childcare centers. A child care center 




a teacher who has only the training hours required for lead teachers in the state (Division 
of Early Childhood, 2019). The need for continuing formal education is demonstrated by 
the overall extent that teachers with formal education have on children’s overall learning 
and development (Manning et al., 2017). Manning et al. (2017) conducted a meta-
analysis of 80 studies and found that there was a significant relationship between teacher 
qualifications and early childhood education quality. For current child care providers to 
meet higher educational qualification standards, significant changes beginning with 
financial and educational support are required (Shdaimah et al., 2018). With current 
compensation being amongst the lowest for child care providers nationally, affordability 
for professional development and college courses may be out of reach for many in the 
field.  
 Completing college courses has a professional impact on child care providers. 
After completing higher education courses, many child care providers find themselves 
with new professional knowledge about growth and development, curriculum 
planning, and how to better manage a classroom setting (Kipnis et al., 2012). Child 
care providers can apply what they have learned to the classroom and have the ability 
to articulate to families the theory behind what they are doing in a classroom with 
young children. A study conducted by Lo et al. (2017) reported that child care 
providers conveyed that child care providers’ image as professionals changed from 
caretakers to educators once they had completed early childhood education courses. 
Lo et al. (2017) described changes in the child care providers' interactions with their 




understanding of early childhood education, which they applied to their working 
environment. Having highly qualified degreed teachers in child care programs brings 
assumptions that child care providers may not remain in low paying jobs. Actual data 
are conflicting, and a meta-analysis conducted by Totenhagen et al. (2016) found that 
studies provided mixed results. Some research found that child care providers who 
earned degrees might leave a particular child care job or center due to compensation, 
but remain working in the child care field. A five-year longitudinal study by Miller 
and Bogatova (2009) on the T.E.A.C.H. Early Childhood Project in Pennsylvania 
found that turnover with the participants in childcare centers was only 10% compared 
to the national average of 25% turnover for all child care providers in centers after 
completing a degree. 
 Turnover rates in child care centers are high regardless of the teacher 
qualifications due to low compensation in the field. States and T.E.A.C.H. that support 
child care providers with tuition funding require that the child care provider remain 
working in child care after the degree is completed (T.E.A.C.H. Early Childhood 
National Center, 2015). Child care providers know this as payback with time. States 
and T.E.A.C.H. both view this as supporting the field and helping to reduce turnover.  
Resistant Capital  
  Resistant capital is described as responding to oppressional structures by 
challenging inequality and persisting until the student succeeds (Samuelson & Litzler, 
2016; Yosso, 2005). Resistant capital does not necessarily come from parents, but can 




can apply resistant capital in different ways, such as continuing in higher education 
regardless of the institutional barriers and becoming involved in social networks that 
support to dismantle the barriers. Samuelson and Litzler (2016) stated the following 
about what resistant capital looks like in students: “responding to negative stereotypes 
and macroaggressions by succeeding (proving others wrong); response to injustice 
through conformist strategies; cultural knowledge of racist structures to transform them” 
(p. 96).  
Due to the disjointed early childhood system, no national standards, and 
inconsistency in terms of guidelines, research and data on child care providers' 
experience in higher education are limited (Bullough, 2016; Cox et al., 2015; Hall-
Kenyon et al., 2014; Whitebook, 2014). Thus, child care providers must work against a 
system that has not set guidelines for the profession. Early childhood higher education 
programs vary from institution to institution and are challenging to navigate for child care 
providers (Kennedy & Heineke, 2014; Limardo, Hill, et al., 2016). The 2018 Early 
Childhood Workforce Index highlighted that child care providers earning degrees 
received low wage bumps from entry-level to an associate's degree and likewise from 
associate’s degrees to bachelor’s degrees (Whitebook, McLean, Austin, & Edwards, 
2018). Whitebook (2014) stated,  
Almost every state lacks a preparation pipeline for pedagogical leaders in ECE—
including teacher educators, mentors and coaches, and program administrators—
and thus, many who are engaged in educating and training teachers are 




Continuously, minority child care providers must overcome the oppressional structures of 
an early childhood system that is fractured and changing. The oppressional structure goes 
beyond the national system and can also be seen at higher education institutions with 
affordability and scheduling, impacting minority child care providers directly.  
Affordability. As of May 2017, the median income for a child care provider in 
the United States was $10.67 an hour, an annual salary of about $22,190 per year (U. S. 
Bureau of Labor Statistics, 2018). According to the Poverty Guidelines by the U.S. 
Health and Human Services, the child care provider making $22,190 with two children, 
would be below the poverty line, which is poverty level wages qualifying child care 
providers for many governmental low-income services (Limardo, Hill, et al., 2016; Park 
et al., 2015). Linnan et al. (2017) concluded that child care providers, as per national 
data, are low income and considered to be under or at the poverty line.  
The income earned by child care providers is not sufficient to allow them to pay 
for college courses or training at community colleges (Deutsch & Riffin, 2013). Minority 
child care providers must advocate for themselves to locate funding in the form of 
scholarships that may cover their tuition due to working in the low-wage child care 
sector. “Minorities are disproportionately harmed by increasing income inequality 
because they are often trapped in jobless enclaves and lower-wage job sectors that make 
them more vulnerable to any kind of social or economic threat” (Carnevale & Strohl, 
2013, p. 12). Minority child care providers must be persistent in overcoming the 




The college cost per three credit at community colleges in the region range from 
$517 to $541and includes the additional fees (Montgomery College, 2019; University of 
the District of Columbia Community College, 2019). Most community colleges with 
semester-based courses schedule three-credit classes making the cost of one class over 
$500 or more when taking into account additional fees that do not include textbooks or 
other required materials needed to complete the course. Child care providers making an 
average of $22,190 and trying to help maintain a family would not be able to afford this 
expense out of pocket. Financial aid is limited to students enrolled in halftime or more, 
which is equivalent to two college classes per semester (Federal Student Aid, n.d.).  
The higher education system has oppressional structures that make it difficult for 
minorities to succeed. While more minorities are going to college, the system is unequal 
and “magnifies the racial and ethnic inequality in educational preparation it inherits from 
the K-12 system” (Carnevale & Strohl, 2013, p. 7). Minority child care providers who 
enter college as English language learners may not qualify for enrollment in college-level 
courses due to limited English and, therefore, must enroll in English as Second Language 
(ESL) classes. Financial aid and scholarships do not pay for noncredit courses, and it may 
be difficult to find a scholarship that does pay for noncredit classes. Many states do not 
cover the costs of ESL classes through T.E.A.C.H. or other state tuition funding programs 
for higher education (Office of the State Superintendent of Education, 2017; T.E.A.C.H. 
D.C. Early Childhood Scholarship Program, 2020b).  
Scheduling. Unlike public school teachers who may have summer, spring break, 




child care homes are open to ensure that hours are convenient for parents to drop off 
before work and pick up after work. Child care centers and family child care homes may 
open from 6:00 a.m. to 6:30 p.m., making for long working hours for child care 
providers. Due to their working hours, child care providers need opportunities to access 
counseling, the registrar’s office, and the financial aid office during evening hours; 
however, colleges are not structured to serve nontraditional working students (Douglass 
et al., 2015). Child care providers that need advising or need to review financial aid must 
take time off work to meet with faculty, counselors, or financial aid staff. Campus office 
hours from 8:00 – 5:00 do not meet the nontraditional population's needs and place 
barriers to services. Hours for support services at colleges are not conducive to 
nontraditional student schedules (Mertes & Jankoviak, 2016; Saar et al., 2014). To 
overcome the obstacle of scheduling, minority child care providers must “utilize 
transformative resistance capital as they attempt to transform the oppressive structure 
they encounter through indirect and direct activism” (Hudson, 2018, p. 5). Minority child 
care providers are left to attempt to figure out how to overcome the scheduling challenges 
by their activism.  
Community colleges must be able to provide child care providers classes in the 
evening, online, and on weekends to accommodate their working schedules. Counselors 
do not recommend that child care providers enroll in online courses due to the counselors' 
assumptions or stereotypes that nontraditional students may not be successful with online 
courses (Shea & Bidjerano, 2014). A study conducted by Shea and Bidjerano (2014) 




females enrolled in online courses at higher rates than males. Having online courses is 
not enough; courses must be made available throughout the year with set schedules for 
child care providers to access and develop long-term academic plans.  
Social Capital 
Child care providers are enrolling or returning to community colleges due to the 
changing educational requirements currently being discussed nationally (Whitebook & 
McLean, 2017). A significant number of the child care providers are English language 
learners and may have no prior experience with the higher education system in the United 
States; thus, have a fear of unfamiliar college requirements (Cheng et al., 2018; 
Whitebook, Schaack, Kipnis, Austin, & Sakai, 2013). The nontraditional student 
population faces challenges that traditional students may not encounter, such as working 
to support their own family, having their children in college or school, and only being 
able to attend college classes during the evenings, weekends, or online (Chu, 2016; Lin, 
2016). Students who identified as having families that supported them in higher 
education had lower attrition rates than those identified as not having family support 
(Whitebook, Schaack, Kipnis, Austin, & Sakai, 2013). 
 Lack of people to help navigate. Community colleges tend to enroll more 
students in early childhood programs than universities that enroll in early childhood 
bachelor degree programs. However, community colleges may lack the full-time faculty 
to support graduation attainment and nontraditional students' needs in early childhood 
education (Cheng et al., 2018; Power to the Profession, 2019; Sakai et al., 2014). 




student and may discourage the student from the field due to the perception of low wages 
and perceptions of early childhood careers (Buettner et al., 2016; Cheng et al., 2018; 
White et al., 2016). Thus, students who may have started in an early childhood degree 
may change their major after completing courses. Changing degree major impacts 
students’ length of time to graduation since courses previously completed may not be 
accepted by the new major selected. The high student-to-faculty ratio means that early 
childhood education faculty are not able to support all students in the early childhood 
program, yet colleges may not have counselors who understand the early childhood 
education field and population (Buettner et al., 2016; Cheng et al., 2018; Kaplan, 2018). 
Due to the high student-to-faculty ratio, students seek out available advisors; therefore, 
they may meet with three or more advisors who may not have the early childhood 
knowledge to support them with an academic plan. Students who do not have an assigned 
advisor may receive inconsistent advising that can lengthen their time to completion 
(Cheng et al., 2018). 
Community colleges also lack opportunities for nontraditional, minority students 
to engage and be involved in making connections within the institution. Students who 
lacked forming connections to the institutions were found to not prioritize school due to 
lack of information to make informed decisions about their education, leading to attrition 
and non-completion (Bers & Schuetz, 2014; Price & Tovar, 2014). Goncalves and Trunk 
(2014) found that nontraditional students expressed feeling isolated and disconnected 




Summary and Conclusions 
The literature review is a synthesis of current research related to the topic of 
minority child care providers. The current focus on early childhood, child care, and 
qualifications for people teaching young children highlight the need for research on the 
topic. Due to the complexity of the early childhood field and no formal structure with set 
definitions of terms used in early childhood education, studies that have been conducted 
are difficult to compare. Perspectives of minority child care providers are rarely heard in 
the studies, and therefore a gap exists.  
Chapter 2 includes a review of the literature on child care providers and their 
challenges as students in higher education. I identified a gap in practice in existing 
literature regarding barriers child care providers experience to timely degree completion 
for a 2-year degree in community colleges. Chapter 2 also included a review of the 
framework based on community cultural wealth.  
Chapter 3 consists of describing how the gap in practice was researched using the 
methodology basic qualitative with interviews, the rationale, recruitment procedures, and 
the data analysis plan. Chapter 4 focused on a detailed description of the data analysis 
procedures and a detailed description of the results. Finally, Chapter 5 provides an 
interpretation of the findings, recommendations, implications with recommendations to 






Chapter 3: Research Method 
The purpose of this qualitative study was to explore the perspectives of minority 
child care providers on barriers to timely degree completion for an Associate of Applied 
Science in Early Childhood Education. In Chapter 3, I describe the research design and 
rationale, the role of the researcher, methodology, trustworthiness of the study, and 
ethical procedures. 
Research Design and Rationale 
The research question for this basic qualitative study with interviews was as 
follows: What are the perspectives of minority child care providers regarding barriers to 
timely degree completion for an Associate of Applied Science degree in Early Childhood 
Education?   
In this study I explored the perspectives of minority child care providers on the 
barriers to timely degree completion for an Associate of Applied Science in Early 
Childhood Education (Merriam, 2009; Merriam & Tisdell, 2016).  
The basic qualitative study with interviews (Merriam, 2009) was used to 
“[understand] the meaning a phenomenon has for those involved” (Merriam, 2009, p. 22). 
Qualitative research seeks to understand how people interpret a phenomenon and what 
their lived experiences mean to them (Merriam, 2009; Merriam & Tisdell, 2016; Patton, 
2015; Seidman, 2013). Qualitative research allows the researcher to capture the 
participants’ perspectives (Bogdan & Biklen, 2007; Merriam, 2009). “Researchers who 
conduct these studies, which are probably the most common form of qualitative research 




perspectives and worldviews of the people involved” (Merriam, 1998, p. 11). The process 
of qualitative research involves the researcher beginning with a question and allowing 
participants to describe their perspectives. I explored the participants' perspectives by 
collecting data, analyzing it for emerging themes, and then interpreting the findings 
(Creswell, 2014; Merriam & Tisdell, 2016).  
Qualitative researchers focus on understanding a phenomenon from the 
participant's point of view (Merriam, 1998; Patton, 2015). Qualitative research allows the 
phenomenon to be answered from the perspectives of the participants. The study was 
conducted using one-on-one interviews, which allowed participants to answer questions 
in an open-ended manner. Research on minority child care providers' perspectives may 
offer insight to community college early childhood programs, state organizations, and 
students’ into how to eliminate barriers to reduce time-to-degree-completion. 
Role of the Researcher 
The role of the researcher in a qualitative study is to complete all aspects of data 
collection and analysis in an ethical manner. As the researcher begins the study, the 
researcher should explore personal positions associated with the phenomenon to review 
biases and assumptions about the phenomenon that warrants objectivity. Being aware of 
one's own position and how it may affect the research process is critical to identify and 
establish trust with the readers and is called the researcher’s position or reflexivity 
(Merriam & Tisdell, 2016; Patton, 2015). As the researcher, I explored my own biases 
and assumptions before beginning interviews and remained objective during interviews 




myself, I took seven years to complete an associate’s degree. Understanding that this is a 
potential for bias, I kept a reflexive journal to document decisions made about the 
research and why those decisions were made to make clear to the reader how my own 
beliefs or theories may have affected the research study (Maxwell, 2013). Member 
checking is returning the summary findings to the participants for them to check the 
findings for accuracy of their data.  
As an early childhood faculty and presenter for the county, state, and national 
conferences, there was potential for participants to know me as a faculty or presenter in 
the early childhood field. However, participants in the study were not my current 
students. Specific criteria were set for the selection of participants. All participants were 
graduates and were not current students in any community college in the region; this 
ensured no conflict of interest or any power over the participants.  
Methodology 
The method used for my study was a basic qualitative study with interviews 
focused on the perspectives of the participants who have all experienced the phenomenon 
(Creswell, 2014). 
Participant Selection 
Participant recruitment was through a partnership with statewide and regional 
early childhood organizations. Statewide and regional early childhood organizations 
received an email explaining who I was, the purpose of the email, the purpose of the 
study, and asking if they would collaborate with me as the researcher to only email out 




organizations were asked to post the recruitment letter with the SurveyMonkey link on 
their social media page for a period of 4 weeks to provide ample time for potential 
participants’ views. As part of the email, I explained to organizations that Walden 
University Institutional Review Board would contact the organization's contact person. 
The email requested that the organization respond if they agreed and provided a contact 
person with the email.  
My study used purposeful sampling with minority child care providers from one 
region of the United States. “Purposeful sampling is based on the assumption that the 
investigator wants to discover, understand, and gain insight and therefore must select a 
sample from which the most can be learned” (Merriam, 2009, p. 77). Using purposeful 
sampling allowed me to select the participants who met the criteria, had experienced the 
phenomenon, and could provide in-depth information (Merriam & Tisdell, 2016; Patton, 
2015).  
Participant selection was set for a sample size of 12 to15 participants. The sample 
size was “based on expected reasonable coverage of the phenomenon given the purpose 
of the study” (Patton, 2015, p. 314). Qualitative research is used to capture the 
participant’s perspectives by conducting in-depth interviews to provide detailed 
information.  
 Participant selection was based on participants meeting the following criteria: (a) 
were child care providers during their time in a 2-year Associates of Applied Science 
degree in Early Childhood Education, (b) had completed the 2-year Associate of Applied 




and (d) identified as a minority student during their time in college. After the 4 weeks of 
recruitment, I reviewed the SurveyMonkey to select participants who met all the criteria. 
The selected sample were graduates from community colleges throughout one specific 
region in the Eastern part of the United States. Only graduates of the Associate of 
Applied Science degree in Early Childhood Education who were no longer students nor 
enrolled in any classes at the community colleges were selected as participants. This 
criterion assured that all participants had an essence of shared experiences (Merriam & 
Tisdell, 2016). Interviews occurred over a three-week period, and member checking 
followed completion of data analysis.  
Instrumentation 
Basic qualitative research “data are collected through interviews, observations, or 
document analysis” (Merriam & Tisdell, 2016, p.24). The primary data collection for my 
basic research study were semistructured interviews. Interviews were conducted using an 
interview protocol and open-ended semistructured questions. The interview questions 
were developed to elicit the perspectives of minority child care providers regarding 
barriers to degree completion. To establish content validity, the interview questions were 
reviewed by an early childhood expert in the field. The early childhood content expert is 
a current professor at a state university that oversees the child development graduate and 
doctoral programs. Furthermore, the interview questions address the six forms of capital 
identified by Yosso’s (2005) community cultural wealth as follows: IQ. 1: aspirational 
capital; IQ. 2 and 3: familial capital; IQ. 4 and 5: linguistic capital; IQ’s. 6, 7, and 8; 




capital. The focus of the interview questions on the six forms of capital “encompass the 
range of questions necessary to adequately measure the construct or knowledge” (Putman 
& Rock, 2018, p. 103). The 14 main interview questions and the follow-up probing 
questions were open-ended to allow the participant to provide detailed, rich descriptive 
data (Merriam, 2009; Merriam & Tisdell, 2016).  
Procedures for Recruitment, Participation, and Data Collection  
Participants were recruited using a purposeful sampling technique through a 
partnership of statewide and regional early childhood organizations during a four-week 
period. Along with the early childhood organizations that sent out the SurveyMonkey 
link, I also posted the SurveyMonkey link on social media to established social media 
child care groups throughout the region. Interested participants first were required to 
complete the informed consent prior to completing the SurveyMonkey. If participants 
agreed to the informed consent, the survey allowed them to continue to the questions. The 
informed consent had my email and cell phone for any interested participants to contact 
me with any questions directly. The SurveyMonkey link had questions that interested 
participants were required to answer to see if they met the criteria. To ensure that 
participants did not feel coerced by the organizations, organizations were asked only to 
post the SurveyMonkey link on social media with information stating that the researcher 
would be the only person able to view the completed Survey Monkey. The participant’s 
information from the completed SurveyMonkey is not available to organizations. In the 
surveys, participants were identified as meeting criteria by being asked specific set 




degree, if they were working in child care during the time enrolled in the 2-year associate 
degree, and if they identified as minorities during their enrollment at a community 
college. The Survey Monkey also asked for participants for their contact information so 
that I could schedule virtual interviews.  
Participants who met the criteria were contacted using the contact information 
they listed in the SurveyMonkey. During the first call, participants were reminded of the 
purpose and rationale of the study was explained to each interested participant, and one 
50-60 minute appointment was scheduled for virtual interviews with each participant. 
The interviews were scheduled throughout a four-week period to ensure that participants 
had an opportunity to review their calendars and set a date that was convenient for them. 
Interviews were conducted using Zoom and ensuring all security measures are followed 
to ensure security and confidentiality. Security measures in Zoom included having each 
scheduled interview password-protected, setting up a waiting room to ensure the 
researcher was the only person who allowed entry to the participant and locked the 
interview meeting once the interview began (Zoom, 2019). Participants received an email 
three days prior to the interview as a reminder of the interview date, time, and Zoom link.  
On the day of the interview, I locked the Zoom meeting for security purposes 
after the participant entered the meeting. The following protocol was followed during the 
interview (Appendix A): 
o Introduced self to the participant. 
o Followed the introductory protocol script: 




b. Had the participant sign consent form digitally.  
c. Thanked the participant. 
d. Briefly restated how long the interview took and answer any questions the 
participant had before beginning the interview.  
o Turned on the audio recorder. 
o Began the interview with demographic questions and followed through until the 
end of the interview questions. 
o During the interview and upon the participant’s request, paraphrased or restated 
any question as needed.  
o Asked the participant follow-up or probing questions.  
o Stated when all questions had ended and end the interview. 
o Confirmed the participant’s contact information and thanked the participant for 
partaking of the study. 
o Ended protocol. 
Consent forms with the outlined process of how confidentiality was maintained 
and how data was reviewed with each interested participant. A reminder of voluntary 
participation with no monetary compensation for participating was provided to all 
interested participants and was followed by informed consent detailing the risks and 
benefits of participating in the study (Bloomberg & Volpe, 2019). The participants were 
asked to sign the informed consent digitally and return prior to the interview proceeding. 
Interviews were recorded with oral consent as required by state law from the participant 




researcher transcribed the interview by hand and used NVivo for organization and data 
storage.  
After the interview, I thanked the participant and explained that if additional 
information was needed, a second virtual interview of 20–30 minutes would be 
scheduled. I also explained that the participant would have the opportunity to review the 
findings for accuracy of their data and would only take the participant 20–30 minutes to 
review. I asked the participant to return the review within 7 days of receiving it. I 
reminded the participants that all data would be kept for a period of 5 years beyond the 
completion of the study in a locked cabinet in the researcher’s home office. At the end of 
the 5-year period, all data would be destroyed by shredding or permanently deleting 
recordings.  
Data Analysis Plan 
Data analysis is described as the process of making sense of data collected and 
finding answers to the questions asked in the study (Merriam, 2009; Merriam & Tisdell, 
2016). The type of data analysis used for a basic qualitative study must align with the 
research method to maintain integrity (Bloomberg & Volpe, 2019). The software NVivo 
was used for sorting and storage. Qualitative software allows data to be efficiently 
organized, searched, and sorted (Creswell, 2014). The data was stored on a computer that 
is password protected.  
The first step in the data analysis plan is to transcribe the interviews as soon as 
possible. I transcribed the interviews verbatim, which allowed me to become familiar 




ensure familiarity (Bloomberg & Volpe, 2019). The second step was coding the data. A 
priori codes were developed using the six forms of cultural capital to align from the 
conceptual framework, research question, or interview questions (Saldana, 2016). Using 
the constructs within each predetermined code, I reviewed the raw data highlighting, 
writing questions in the margins, and taking notes. I then reviewed the raw data and a 
priori codes to open code the data. To open code, I reviewed the transcripts, searching for 
repeated words, phrases, and ideas. Open coding allows new codes to emerge from the 
data (Bloomberg & Volpe, 2019; Maxwell, 2013). During the coding process, I created a 
summary table in NVivo by documenting the open codes by participant (Bloomberg & 
Volpe, 2019). The data summary table was a tool that assisted me in tracking the 
information in an organized manner.    
After I finished coding, the third step was to generate themes. Themes are broader 
than codes, and codes were sorted into categories (Bloomberg & Volpe, 2019; Braun & 
Clarke, 2006). To generate themes, I searched the open codes and raw data for categories 
to form temporary themes. I then returned to the categories to search for patterns among 
the categories, and then I reviewed the temporary themes. I then organized the temporary 
themes into main themes, subthemes, or miscellaneous, which may be discarded.        
The fifth step was defining and naming themes. Defining and naming themes was 
by done by identifying the essence of each theme (Braun & Clarke, 2006). I also 
reviewed to identify any sub-themes that needed to be named. Themes and sub-theme 
names were concise to “immediately give the reader a sense of what the theme is about” 




rational statements to connect the themes to the research problem. I continued to review 
the codes and themes to continuously analyze with detailed written synthesis to elucidate 
the research question. The final and sixth step in the data analysis plan was writing the 
findings. I wrote the findings in an “engaging, meaningful, and credible manner” 
(Bloomberg & Volpe, 2019, p. 256). The findings have specific examples and quotes that 
relate to the themes (Braun & Clarke, 2006). To enhance credibility, I presented data that 
supports alternative explanations that resulted from discrepant data (Merriam, 2009; 
Patton, 2015). Discrepant data that contradicts the themes were fully described and 
discussed. “By presenting this contradictory evidence, the account becomes more realistic 
and more valid” (Creswell, 2014, p. 202). Furthermore, including full disclosure of the 
discrepant case is useful for the reader to draw conclusions about the results (Maxwell, 
2013; Wolcott, 1990). The findings were written in a logical and interesting manner that 
tells the story of the data with evidence of the process or how I did the research.  
Trustworthiness 
In qualitative research, trustworthiness refers to credibility, dependability, 
transferability, and confirmability (Merriam & Tisdell, 2016).  
Credibility. Credibility ensures findings are tenable and occurs by applying a 
number of strategies to establish the truth of the findings (Merriam & Tisdell, 2016). One 
of the strategies that I used was member checking. Member checking is returning the 
findings to the participants using a two-page summary of the findings for the participant 




checking was used throughout the data analysis process seeking participant’s feedback on 
findings.  
This is the single most important way of ruling out the possibility of 
misinterpreting the meaning of what participants say and do and the perspectives 
they have on what is going on, as well as being an important way of identifying 
your own biases and misunderstanding of what you observed. (Maxwell, 2013, 
pp. 126-127)  
Participants were emailed a two-page summary of the findings with instructions to review 
the summary for accuracy of their data. The instructions directed the participants to 
review and make any corrections by noting them directly on the two-page summary. If 
the participants had any questions or concerns during the review, the instructions 
included my phone number for them to contact me. The participants were asked to email 
any corrections back to the researcher within one week.  
Transferability. Transferability refers to how the results can be generalized or 
transferred to other contexts (Trochim, 2020). For transferability, I wrote rich, thick 
descriptions in detail of participants, including detailed quotes (Merriam & Tisdell, 
2016). I also included a thorough, detailed description of the settings and findings of the 
study to enable transferability since the ultimate goal of transferability is that the findings 
can be applied to other contexts by the reader (Cohen & Crabtree, 2006; Merriam & 
Tisdell, 2016; Trochim, 2020). 
Dependability. Dependability means ensuring “whether the results are consistent 




accomplished through member checking. Member checking was completed by sending a 
two-page summary of the findings to the participants. The participants were provided 
specific instructions to review the findings for accuracy of their data and asked to return 
any corrections by email within one week of receiving them. To enhance trustworthiness, 
I kept an audit trail documenting detailed steps I take throughout the study (Pandey & 
Patnaik, 2014). The audit trail included “how data were collected, how categories were 
derived, and how decisions were made throughout inquiry” (Merriam & Tisdell, 2016, p. 
252).  
Confirmability. Confirmability is ensuring that the researcher can confirm the 
data (Trochim, 2020). To achieve confirmability, I checked the data continuously 
throughout the study, kept a detailed and organized audit trail, and kept a reflexive 
journal detailing the procedures used throughout the research. For the audit trail, I kept a 
research journal documenting the steps taken in the research. I added records and memos 
to the research journal of the research process documenting what I did during the research 
process and how the data were analyzed (Merriam & Tisdell, 2016). I also kept a 
reflexive journal with regular entries that provide documented information on decisions 
made throughout the research study, the reason for the decisions, and reflections on the 
decisions made (Merriam & Tisdell, 2016).  
Ethical Procedures 
The first step in ensuring my study followed ethical procedures was to receive 
Institutional Review Board (IRB) approval through the application process before the 




review (URR), I completed and submitted Form A: Description of Data Sources and 
Partner Sites to the Institutional Review Board at Walden University with the required 
information. After submitting Form A, I received feedback stating that my next step was 
to complete Form D to submit to the IRB since the participants were not considered a 
vulnerable population. The IRB provided me ethics feedback and assisted me in working 
out ethical issues. I continued the process of submitting Form D with revisions until 
approved by the IRB on July 30, 2020.  
I was required to complete the Collaborative Institutional Training Initiative 
(CITI) modules to learn about protecting human subjects. I completed the Collaborative 
Institutional Training Initiative (CITI) in May 2020. My ID for the CITI training is 
9110962. I completed and passed the following courses History and Ethical Principles, 
Assessing Risk, Informed Consent, Privacy and Confidentiality, Unanticipated Problems 
and Reporting Requirements in Social and Behavior Research, Internet-Based Research, 
and Consent and Cultural Competence. I complied with the ethical standards to protect 
the participants in this study. I adhered to Walden University’s ethical requirements and 
contacted the IRB using the Adverse Event Reporting Form if I had any concerns 
regarding recruitment or data collection. 
Due to conducting virtual interviews, participants were emailed an interview 
reminder of the interview date and time. The informed consent included detailed 
information about the study, how personal data were kept confidential, any possible 
concerns such as refusing to participate or withdrawing from the research, and finally, 




were notified of having the option of refusing to participate in the study or withdrawing 
at any time during the research.  
Using social media as a recruitment tool did provide concern for participant 
privacy (Merriam & Tisdell, 2016). As the researcher, I monitored that potential 
participants did not reply publicly by disabling commenting. Interested participants were 
directed to the SurveyMonkey to complete the informed consent and criteria questions. 
After participants submitted the survey, I reviewed the responses to criteria verification. 
Then participants who met the criteria were contacted via the contact information they 
provided in the SurveyMonkey.  
After the completion of the study, emails were printed and deleted. The printed 
emails were kept with the audit trail and reflexive journal. All documents, including 
emails, audit trails, reflexive journals, were kept locked in a file cabinet in my home 
office. The data were stored for 5 years beyond the completion of the study in a locked 
cabinet in my home. After 5 years, any paper documents were shredded, and recordings 
were permanently deleted.  
All participants were provided confidentiality with pseudonyms used in the study 
to replace participant names. Participants were informed of the use of pseudonyms that 
minimized the risk of confidentiality and privacy during the research process and in the 
written findings. Participants received written notification of the privacy and 
confidentiality procedures, the amount of time the data was kept, and how recordings 





 The purpose of this basic qualitative study was to explore the perspectives of 
minority child care providers regarding barriers to timely degree completion for a 2-year 
degree at community colleges. Chapter 3 provided detailed information on the research 
design and rationale. The chapter also explained the role of the researcher, participant 
selection, data collection, and data analysis. The chapter included information on 
trustworthiness and how credibility, dependability, transferability, and confirmability 
would be established. Finally, the chapter concluded with ethical procedures that were 
followed to ensure participant anonymity and privacy. 
The following Chapters, 4 and 5, provide the results of the data collected, 






Chapter 4: Reflections and Conclusions 
The purpose of this basic qualitative study with interviews was to explore the 
perspectives of minority child care providers on barriers to timely degree completion for 
a 2-year degree at a community college. Purposeful sampling was used to recruit 
participants who met criteria in one region of the United States. The research question for 
this study was designed to attain a better understanding of the participant’s point of view. 
The research question was as follows: What are the perspectives of minority child care 
providers regarding barriers to timely degree completion for an Associate of Applied 
Science degree in Early Childhood Education?   
In Chapter 4, I present the results in the following sections: setting, data 
collection, data analysis, results, evidence of trustworthiness, and summary.  
Setting  
The setting for this basic qualitative study with interviews was one region in the 
eastern United States. I recruited participants and conducted interviews during the 
COVID-19 pandemic. At the time of recruitment and interviews, all participants worked 
in child care, and were required to take extra precautions to ensure their safety.  
The target population was recruited through partnerships with regional, state, and 
local early childhood education organizations. The early childhood education 
organizations emailed the recruitment flyer with the SurveyMonkey link to their 
members and posted the recruitment flyer in their social media groups. The 
SurveyMonkey site included informed consent as the first item that any interested person 




responses to the survey. Seventeen of the 23 responders completed the informed consent 
and the criteria questions. Thirteen of the 17 responders met all the criteria for the 
research study. Thirteen interviews were scheduled; however, one participant did not 
keep the scheduled interview appointment. The participant did not respond to the email or 
telephone requests to reschedule the interview. 
The 12 participants who were interviewed met the following criteria prior to being 
interviewed: (a) were child care providers during their time in a 2-year Associates of 
Applied Science in Early Childhood Education, (b) had completed the 2-year Associate 
of Applied Science degree, (c) took 7 or more years to graduate between the years 2000 
and 2020, and (d) identified as a minority student during their time in college. I assigned 
participants numbers P1 through P12 to replace names and maintain confidentiality. 
Table 1 presents the participants with their start year at a community college and their 








Pseudonym  Year started at  
community college 
Year graduated from  
community college 
P1  2000 2017 
P2  2006 2020 
P3  2009 2016 
P4  2013 2020 
P5  2000 2020 
P6  2004 2012 
P7  2005 2015 
P8  2002 2012 
P9  2001 2014 
P10  2003 2011 
P11  2010 2018 
P12  2003 2012 
 
The study focused on the perspectives of minority child care providers. The 12 
participants were from diverse backgrounds who self-identified during the interview as 
Latino, Black, Asian, Middle Eastern, and other. Eleven participants were female, and 
one participant was male. Participants self-identified themselves as single parent, married 
with a family, and single with no children during the interviews. Three participants stated 
that they had degrees in other fields from their native countries; however, the U.S. 
equivalent had only evaluated the degree as an associate’s degree. Nine participants self-




States. One of the three born in the United States self-identified as the first generation in 
the United States. Eleven participants were currently working in child care or family 
child care, and one participant continued education by transferring to a 4-year university. 
One participant stated that they were waiting on a final job offer as a para-educator from 
the local school district, but the participant did not plan to leave the child care field. The 
participant planned to continue to work in the school-age care program before and after 
school in the same school that the participant would be a para-educator. The state the 
participant lives in classifies before and after school-age care as child care.  
Data Collection 
The data collection began once I received approval from Walden University 
Institutional Review Board (IRB). The IRB approval number for this study was 07-31-
20-0415133. I used purposeful sampling to recruit and interview 12 participants from one 
specific region of the United States.  
I established partnerships with regional, state, and local early childhood education 
organizations with approval from IRB. The early childhood education organizations 
emailed the recruitment flyers to their members and posted the recruitment flyer to their 
social media pages. I posted recruitment flyers in Facebook early childhood education 
groups from the region. Any person interested in participating in the research study was 
directed to the SurveyMonkey link. The SurveyMonkey site was organized with the 
consent form as the first item the interested person was required to read and agree to 
before completing the criteria questions. Any participant who completed the 




contacted with a follow-up phone call to schedule a one-on-one recorded interview via 
Zoom.  
I contacted the participants who met the criteria by phone and scheduled 60-
minute Zoom audio-recorded interviews. The interviews were scheduled throughout a 3-
week period and with four interviews scheduled each week. To begin the interview, and 
as per the state law, I asked each participant to provide verbal consent to audio record the 
interview. After the verbal consent, I followed a set protocol (see Appendix A). All 
participants were asked the same 15 interview questions followed by probing questions in 
the same order to ensure that the same general information was collected from each 
participant. The interviews were audio-recorded via Zoom, and the recordings were saved 
to a flash drive. After each interview, I explained to the participant that I could follow up 
with a second virtual interview of 20-30 minutes if any additional information was 
needed. I then transcribed the audio recordings verbatim and reviewed the transcripts 
against the recordings for correctness. I saved the transcriptions in NVivo 12 for easy 
retrieval.  
The participants’ received a summary of the findings by email to review for 
accuracy. Participants had 7 days to return the summary of the findings with any 
corrections. All participants responded that there were no edits or additions to the 
summary of the findings. The laptop used for the study had all information transferred to 
a flash drive; however, to ensure security protocols, the laptop is password-protected, and 




transferred to the flash drive were locked in a cabinet in my home. I am the only person 
with access to the locked cabinet.  
There was a variation to the plan presented in Chapter 3. To ensure that ethical 
standards were met, I followed Walden University IRB's feedback and embedded the 
consent form into the SurveyMonkey site and did not send it directly to the participant. 
The consent form was the first item in the SurveyMonkey site that a participant was 
required to review and agree to before answering the criteria questions. The 
SurveyMonkey site was designed not to allow the participant to continue if the 
participant answered no to informed consent. Walden IRB reviewed the SurveyMonkey 
consent form, criteria questions and approved the plan.  
No unusual circumstances were encountered during the data collection. If any 
unusual circumstances had been encountered, the circumstances would be disclosed and 
discussed.  
Data Analysis 
The researcher conducted data analysis in the following six steps: transcribe the 
interviews and organize data, code the data, generate themes, review the themes, name 
themes, and write the findings. I used NVivo version 12 to organize and sort the data. 
 The first step in the data analysis was to transcribe the interviews. After each 
interview, I transcribed the interviews by listening to each audio recording and writing 
each word verbatim. Transcribing each interview verbatim allowed me to become 
familiar with the data. I reread the transcripts to ensure that no identifiable information 




labeled the transcripts with numbers to identify the participants as per confidentiality 
protocols. I saved the transcripts to my laptop and then uploaded them to NVivo 12.  
After summarizing the findings for participants to review, the next step in the data 
analysis was to code the data. I used two forms of coding for data analysis: a priori 
coding and open coding. The a priori codes were based on the constructs of the 
conceptual framework, which was community cultural wealth’s six forms of capital that 
aligned with the main research question and interview questions. As I read the transcripts, 
I would highlight keywords or phrases related to the a priori codes, write questions in the 
margins, and would write notes using the constructs of the community cultural wealth 
framework’s six forms of capital (Yosso, 2005). A list of the constructs, a priori codes, 
participants’ identifier, and a sample of excerpts from the interview transcripts are shown 
in Appendix B (p. 143). 
Once I completed a priori coding, the second phase of coding was to employ open 
coding. I went back through the data searching for repeated words, phrases, or ideas, 
noting keywords or phrases. I repeatedly reviewed for emerging codes and listed the 
codes in NVivo 12, highlighting each code with a different color. Thirty-one codes 
emerged. The next step was to examine the codes placing all similar codes in one group 
and thus creating groups. As a visual learner, I typed up all the codes listed in NVivo 12, 
cut them out, and laid them out on a table. I then highlighted codes that were similar with 
the same color. The same color codes were grouped together. Seven groups emerged 
from the open codes (see Table 2). The final phase of coding was to identify patterns in 




into temporary themes. I followed the same procedures of typing up all the groups, laid 
them out on a table, and highlighted groups that were similar with the same color. This 




Open codes   Groups 
Not understanding the registration process 
for classes 
Not being sent to counseling to receive 
academic counseling when first enrolling 
Difficulties finding buildings at the college 
Not understanding course sequencing 
Not finding people to approve registration 
for classes 
Navigating the college system 
Placement exams for English and 
mathematics (i.e., Accuplacer) 
Not prepared for English and mathematics 
exam 
Placement exams  
Repeating English and mathematics classes 
Online mathematics classes 
English and mathematics tutors  
Wrong English or mathematics class 
Remedial classes 
Time off work to get to college before 
closing 
Classes starting early for evening students 
No open services in evenings (i.e., food, 
bookstore,  
No advising after 5:00 
No child care for evening students  
Children not allowed on campus 




Feeling old in classes or campus 
Feeling “dumb,” “inadequate,” “not smart”  
No events in the evening 
No fun student clubs for adult students 
Feelings of not belonging as an adult 
student 
 
Feelings of guilt for little time with 
children 




Not having time for the family due to 
homework 
Arriving home when kids are asleep 
Weekend classes mean no family time 
Household chores my responsibility 
No time for chores 
Waking up earlier or staying up late to do 
chores 
Time for household chores 
 
The third and fourth steps were to generate themes and review themes. I 
developed themes by searching and reviewing the categories and placing them into 
temporary themes. I reviewed the categories several times, looking for patterns among 
the categories. I would then place the categories by pattern together, creating temporary 
themes. The temporary themes created were setting difficulties with navigating the 
college processes; placement exams and remedial classes; difficulties with locating 
supports; campus connections, and no family time and no time for chores.  
The fifth step in the data analysis plan was to name the themes. Themes were 
defined and named by reviewing the patterns and identifying the essence of each of them 
(Braun & Clarke, 2006). I developed a rationale statement to connect the themes to the 
research problem and research question. The two themes that were defined and named 
were barriers and support from family and friends. Theme 1 had five subthemes 
identified and named as navigating the college processes; barriers to placement exams 
and remedial classes; barriers to locating supports at the college and workplace; barriers 
to connecting with campus life as nontraditional students; barriers to balancing family 




derived from the codes in relationship to my research question, conceptual framework, 
and related literature.  
Discrepant data are inconsistent with or contradict the themes (Creswell, 2014). I 
did not find evidence of discrepant data during the data analysis process. If discrepant 
data had been evident, I would have fully disclosed, described, and discussed the 
inconsistency in findings.  
   Results 
In this basic qualitative study, I explored the perspectives of minority child care 
providers regarding barriers to timely degree completion. I used semistructured 
interviews to collect data from child care providers who had completed the Associates of 
Applied Science in Early Childhood Education. The interview method allowed me to 
collect in-depth and detailed responses from the participants. In this section, I discuss the 
results of the interviews with 12 child care providers. The results are addressed as an 
answer to the study’s research question: What are the perspectives of minority child care 
providers regarding barriers to timely degree completion for an Associate of Applied 
Science degree in Early Childhood Education? 
Theme 1: Barriers 
Subtheme 1: Navigating the college processes. The 12 participants in this study 
identified difficulties with some part of the college’s enrollment process and expressed 
they felt lost with the process. They expressed poor academic advising as part of the 
enrollment process. They described not being informed about counseling to receive 




through the college process to assist them with enrollment, advising, and navigating 
college. 
The most challenging part of all participants' enrollment process was 
understanding what courses to take as part of their degree. P3 stated, “I didn’t know when 
I enrolled [in college] what classes I needed to take. I registered for a class because I was 
required to take a class to be qualified as a [child care] director.”  Participants expressed a 
misunderstanding regarding which classes to register; therefore, registered for courses 
that were not part of their major. Participants stated that registering for classes required 
signatures from college department chairs in college departments prior to registration. 
The process of collecting signatures required participants to take time off from work to 
go to the campus, locate the person for the signature, and return the signed form to the 
registrar’s office before 5:00 pm. Participants identified the struggles of classes filling 
and being placed on a waitlist for classes. Participants stated that this misunderstanding 
cost money and added time to completing their degree.  
Participants expressed not understanding the rationale of course sequence policies 
and did not comprehend why one course, such as mathematics, had to be completed 
before taking biology. Participants did not understand the rationale of the sequencing of 
courses or prerequisites. P4 stated,  
For instance, prior to taking [a] biology [class], I had to complete [a] math [class]. 
You must complete math classes before you can register for [a] biology [class]. I 




 Participants who had difficulty with registration also had trouble with the 
scheduling of the classes. Ten of the 12 participants in this study began taking classes in 
the early 2000s and expressed not having the option to take online classes due to online 
courses not existing when they started in the early 2000s; therefore, they completed 
classes at campuses during evenings or on weekends. Schedules for early childhood 
education did not offer many options, and participants were often required to wait a 
semester if a class filled, was canceled, or was not on the schedule. Eleven of the 12 
participants identified having problems with taking classes when needed due to the 
course not being offered, canceled, or filled at the time of registration. P10 stated, “I 
completed classes at night; however, not all classes were available. I couldn't always take 
classes when I wanted to.” Participants also expressed not having the option of taking 
online classes due to online courses not being offered as an option when they first started 
college compared to when they graduated. P8 expressed, “At the time I started college 
[2001], classes were not online. Classes were only face-to-face, so I could not take 
classes online.” 
 Eight of the 12 participants expressed having difficulties with the field 
experience, observation hours, or practicums required when asked about barriers faced 
with college policies. Participants explained that the observations and practicum hours 
outside of the class time were difficult to meet due to the requirement of completing 
hours outside of their work schedules or workplace, which required them to take time off 
work. P12, a family child care provider, described having to open her family child care 




observations, I did have to open the daycare late a couple of times so I could get those 
observations in.”  
Subtheme 2: Placement exams and remedial classes. All participants who 
identified as foreign-born stated that they were required to take a placement exam for 
English language learners. Of the nine participants who took the placement exam for 
English language learners, only one tested at college-level English. The exam tested their 
English proficiency, including reading, writing, and speaking. All but one of the 
participants stated that they did not prepare for the exam. P5 prepared for the placement 
exam by reading children’s books, viewing children’s programs, and attending free 
English classes at night. P5 stated, “Before I went to take the English exam, I started 
reading children’s books, newspapers, and watching children’s programs. I also was 
taking English classes at night that the school offers for free.” Several participants stated 
that they did not know what the exam would consist of and then expressed surprise and 
disappointment at placing in the noncredit remedial English classes.  
 Eight participants stated that they were required to complete the noncredit 
remedial English courses before starting their college degrees. Participants expressed that 
taking English remedial courses was a long process and, at times, confusing. Several 
students explained that the remedial English courses did not count towards their degrees; 
however, they paid for the classes as if they were credit courses and finished their degree 
with more credits than English credit classes. Participants also explained that they 
repeated noncredit English remedial courses two and three times due to not passing the 




When I was taking non-credit classes, I had to repeat classes many times, 
especially [the writing course]. I repeated that class four times because the writing 
part was difficult for me. I had a hard time putting my thoughts on paper. 
 Participants in the noncredit English remedial courses did not identify any 
resources of support at the colleges. Instead, they relied on family members or friends to 
help tutor them with English language courses. P6 remarked, “I had help from my 
children’s older friends. They were in high school, or they were in college. They helped 
me proofread the essays that I needed to write and helped me edit my English.” Once the 
participants passed to credit English at the college level, the participants discussed the 
importance of the writing centers. P3 discussed using the campus-learning center for the 
English college-level classes and expressed,  
I used the learning center when I enrolled in credit English classes a lot, so the 
support is there. I think when [students] do not know about the resources as 
noncredit students, or they do not know who to ask for help, it can be challenging. 
[Noncredit students] do not know about the resources, and I think they just have 
to ask.  
The results also revealed that nine of the 12 participants who completed the 
mathematics placement exam were placed in remedial mathematics classes. Participants 
discussed having to take a mathematics placement exam, being placed in remedial 
noncredit mathematics courses, and repeating remedial mathematics classes several 
times. P1 stated, “I've always had problems with math.” P12 explained, “I did have to 




required for the degree.”  Mathematics was one of the classes that delayed students’ 
completion. P4 expressed, “I didn't want to continue because I had to take [a] math class 
and [a] biology [class].” Nine of the 12 participants identified repeating remedial 
mathematics classes. P8 stated, “The only struggles that I faced were the [remedial] math 
[classes] because I had to take the [remedial] math class twice.” Mathematics seemed to 
delay students’ timely completion, and students expressed avoiding mathematics classes 
until the last semester. P2 stated,  
I left [the] math and science [classes] until the end. All I needed was the math and 
science [classes]. However, I had to take [the] math [class] before taking [the] 
science [class], so it took me two more semesters to complete my associates.  
  Subtheme 3: Locating supports at the college and workplace. Participants 
expressed that the colleges provided limited guidance and supports for students. 
Participants identified having to ask many questions to find the support they needed. 
Participants located college support by asking questions or asking a family or friend who 
had previously attended college. Participants stated they had difficulty finding people to 
help them at the college. P7 said, “So there were all these different questions that I had to 
negotiate. I wasn't sure how to do it. I got help from a family member.” Likewise, P4 
expressed the frustration of navigating not only the college enrollment process but also 
the campus,  
I had to locate all the different buildings. [I asked myself], “Where do I go?” It 
was frightening. To be honest, I am not sure I would have located the buildings 




tell me this is where to locate the buildings. I spent one day running around 
locating all the buildings. A family member helped me locate all the buildings. 
 Ten of the 12 participants identified having challenges with counselors. 
Participants stated that they were not assigned a counselor; therefore, they met with 
multiple counselors throughout their college time. Participants expressed concerns with 
advising or  incorrect advising regarding classes required for the early childhood 
education degree. The misinformation received from the counselors affected participants' 
time to completion of their degree. P7 expressed her frustration at learning that she would 
not graduate when she planned and would have to attend college an additional semester 
for one class she was missing. P7 stated,  
One of the advisers told me, “You are going to graduate. You only need two more 
classes to graduate.” [After completing the two classes], I went back and said, “I 
think I'm going to graduate now.” She responded, “No, you have one more class.” 
I was upset because I could have completed the three classes and graduated, but 
instead, it took me an additional semester [to graduate].  
Participants discussed not meeting with a counselor to develop an academic plan; 
therefore, they took courses that were not required for their major. P9 explained, not 
understanding which classes to register for, “I didn’t know which courses to take, so I 
was registering for whatever. I registered for everything, like management classes.” 
Participants’ also described being informed by counselors that they could not take more 
than one class if they worked full time. P2 stated, “Since I was working full time, I was 




 Participants identified difficulties in understanding how to apply for financial aid 
and stated they were unaware of childcare providers' scholarships when they first started 
college. Participants explained not understanding how to complete the financial aid forms 
and not knowing who to ask for help. Ten of the 12 participants stated that they began 
with only one class when they first started college due to no financial aid or scholarships. 
Participants learned about scholarships from early childhood education faculty once they 
began taking early childhood, education classes. Participants also identified applying for 
financial aid with the faculty guidance. All participants received state-funded 
scholarships for child care providers or qualified for financial aid once they started taking 
college credit courses that lead to an early childhood education degree. All participants 
explained that due to childcare providers' low wages, attending college without a 
scholarship or financial aid would was impossible. P4 expressed, “Initially, I didn't know 
about scholarships, so paying for classes was challenging until I heard about the [early 
childhood] scholarship.” P5 described wanting to take two remedial classes per semester 
but not affording the tuition. P5 stated, “I wanted to take two [remedial] English classes, 
but the [tuition] cost was over $1000. I couldn’t afford it. To pay for one class, I had to 
use my credit card so I could give [monthly] payments.” 
 None of the participants described any difficulties with early childhood education 
faculty. Eleven of the 12 participants expressed gratitude for the faculty. The results 
indicate that early childhood education faculty were flexible and seemed to understand 
the students as working child care providers. Several participants commented that the 




that they approached the faculty first to make those arrangements. P4 stated, “Even when 
I arrived late for face-to-face class because I didn't get time off, the professors were 
supportive. They understood.” Nine of the 12 participants explained that the early 
childhood program faculty informed them of scholarship opportunities specifically for 
child care providers. Nine of the 12 participants applied for scholarships specifically for 
child care providers with the early childhood education faculty's guidance.  
 Participants identified having difficulties trying to arrange working schedules 
each semester to register for evening classes. They discussed that their workplace 
administrators wanted them to complete degrees and tried to be supportive; however, 
challenges arose if there were staff shortages at work. P1 recalled having to convince his 
workplace supervisor to support him with a new schedule, “I told him what my [class] 
schedule was, and I knew I had to convince him to change my [work] schedule.”  
Nine of the 12 participants expressed complications with colleagues due to their 
changing class schedules each semester. Participants conveyed difficulties in arranging 
their work schedules each semester to ensure they could leave work early and arrive at 
evening classes on time. Participants expressed not registering for evening classes at 
times if colleagues were unwilling to switch scheduled hours with them. If the participant 
could not register for the evening class, and if the class was not offered on Saturdays, the 
participant’s time to completion was delayed by a semester. P3 identified having 
struggles with colleagues, even if the schedule had been changed to accommodate 




person who was supposed to cover me was out sick, which meant I would be late to class. 
I would try to email or text my professor.” 
Subtheme 4: Connecting with campus life as nontraditional students. 
Participants identified themselves as working adults in college or nontraditional students. 
Participants explained that they were working adults during the day and attended college 
classes during evenings or weekends. The results revealed that participants felt that 
colleges had limited student support services for working adults as nontraditional 
students. Participants claimed that college academic support service offices were not 
open past 5:00 p.m. or weekends. Participants further discussed not taking time off work 
to access student support services. P4 stated, “There was a time I was under the 
impression that the colleges were not thinking about students that work due to offices 
being closed [after 5:00 p.m.] …A lot of us [majoring] in early childhood education 
work.”  
Participants posited they could not integrate with traditional students due to age 
differences, working, and having families. Participants discussed not identifying with 
younger students when enrolled in the same classes. P4 stated,  
A couple of semesters, I enrolled in early morning classes and realized that the 
students in the class were just out of high school. I felt like a grandma in the class, 
and it was intimidating because I was much older.  




Coming back as an adult was very frustrating because from my perspective, 
coming back [to college] and trying to work and go to school as an adult, I 
instantly knew I did not fit in [with younger students]. …It's very hard to do. 
The results indicate that all participants in this study identified the early childhood 
education club and early childhood education faculty as their networks to support them 
through different challenges faced at the college. P11 stated,  
Once I decided to change my major to education, I started attending an early 
childhood education club. I met other people that helped me be involved in a 
[college] community. I learned what education had to offer. I was able to meet 
different people, meet different professors, and continue my education as well.  
P3 compared the early childhood education club to belonging to a family,  
A professor mentioned the ECE Club in class, and I attended. Everybody [in the 
club] was working in the same field, and everybody had the same challenges. [I 
felt], ‘I'm not alone. I'm not the only one’. It was nice to hear from all the people, 
teachers, and professors because we look up to professors. I loved it. ...The [ECE 
Club] felt like family. 
Subtheme 5: Balancing family and household responsibilities while attending 
college. Participants expressed that family time and their household responsibilities were 
their priority. The results indicated that 10 of the 12 participants identified feelings of 
guilt for not being at home caring for the household and spending time with their 
children. Participants’ described limiting the number of courses taken per semester so 




responsibilities. Ten of the 12 participants, who were parents, described feeling a sense of 
guilt for the time spent away from their children. P8 expressed,  
I guess it is mainly about myself. I feel guilty when I come home and my children 
are asleep. I mean, I love reading them stories. I love playing with them, but when 
I come home, they are asleep, and I did not like that.  
Participants postulated that certain responsibilities in the home, such as household 
chores, cleaning, and cooking, were their responsibility. Four participants recalled staying 
up long hours or waking up earlier to ensure that the household responsibilities they felt 
were their responsibility were completed. P9 described trying to balance home 
responsibilities, family, work, and school, “The problem was with me. I have no time, I 
work outside the home to get money, I have to take care of my kids, I have to take care of 





Theme 2: Support from family and friends. 
While there were barriers to timely completion, the data provided evidence that 
family support was critical to participants balancing family and household responsibilities 
to the eventual completion of the degree. The 12 participants expressed the importance of 
family support to them as students attending college and completing the degree. They 
stated that they would not have completed the degree without family support or friend 
support that replaced family support. Family support extended beyond the immediate 
family of spouse and children. Two participants identified the support of their mothers-
in-law in different forms. P8 expressed relying on her mother-in-law for support with 
English courses, “My mother-in-law at the time was an English teacher in the county. She 
was retired, so she…helped me through the English classes.”  
 Family support was critical, and participants who did not have family support 
expressed that friends substituted for the family. Friends stepped in as family support 
encouraging, motivating, and guiding students to complete the degree. Friends 
substituting for the family to support the participants was essential for degree completion. 
P11 stated,  
I met [a lady] at the gym, and we just became friends. …her family has been very 
good to me as well, embraced me as a part of the family. She's been very 
supportive, and she said, “you know, you're going to graduate. You've got to keep 




Friends substituting for family support was also critical if the participant did not have 
family living close to them. P6 expressed having no family in the state where she lives 
and that friends were her support throughout college.  
Family support was a key component to all participants finding a balance between 
home and college to complete the degree. Participants identified family support as the 
people who rallied around the participants for emotional support and stepped in to help 
the participants with household responsibilities that they could not complete while 
attending classes on campus. P2, a single mom, explained how her son supported her,  
The only family I had was my son. My son was going to high school at that time. 
He was supportive. On the days he did not have a lot of homework, he would proofread 
my assignments or help me…the other thing he would do is tell me, “you can do it, 
Mommy, you’re doing well” or something like that. His support was always there [for 
me], and I supported him too.  
I did not find evidence of discrepant data. If discrepant data had been evident, the 
discrepant data would have been disclosed and discussed. 
Evidence of Trustworthiness 
Credibility. Credibility is establishing an objective truth of the participant’s 
reality in the research study (Merriam & Tisdell, 2016). To increase credibility and 
ensure that I did not misinterpret the data with my own biases, I used member checking 
during the data analysis process. I emailed participants a two-page summary of the 




participants requested any corrections and stated that the findings depicted an accurate 
description.  
Transferability. Transferability is how results can be transferred to other 
contexts or settings (Trochim, 2020). Merriam and Tisdell (2016) stated that the most 
common strategy is “the use of rich, thick description” (p. 256). To ensure the use of 
detailed and rich descriptions. I also provide a detailed description of the setting and 
findings so that readers can apply to other contexts. 
Dependability. Dependability refers to data collected being consistent with the 
study results (Merriam & Tisdell, 2016). Two strategies were implemented in the data 
collection and data analysis process to establish dependability, member checking and 
audit trails. In addition to the two-page summary previously mentioned, I kept an audit 
trail by documenting detailed information about the data collection process and how I 
made decisions in the data analysis process. I kept a detailed research journal of the 
process.  
Confirmability. Confirmability refers to the extent to which the researcher can 
confirm the data and findings of the study (Trochim, 2020). I implemented two strategies 
throughout the data collection and the data analysis to establish confirmability. First, I 
kept a detailed and organized audit trail documenting the steps and decisions in the 
research process. Second, I wrote regular entries in a reflexive journal documenting 





In Chapter 4, I presented the setting, data collection, data analysis, results, and 
evidence of trustworthiness. In this basic qualitative study, I explored the perspectives of 
minority child care provides regarding barriers to timely degree completion for an 
Associate of Applied Science in Early Childhood Education. The participants’ responses 
to the interviews indicate that minority child care providers face barriers at both college 
and work that extend their time to completing a degree. Results also validated what 
current literature states regarding family or friend support being critical to completing a 
degree.  
Based on the data analysis, I generated two themes and five subthemes. The12 
participants identified facing different barriers navigating the college process, including 
challenges with enrollment, locating support, and registration. Participants identified 
challenges with English and mathematics placement exams and remedial courses in these 
subjects. Over half of the participants, seven of the 12, identified facing challenges with 
placement in remedial mathematics classes, repeating mathematics classes, and trying to 
pass the required mathematics classes successfully.  
Participants faced negative structures such as college policies, counseling, paying 
for college, and scheduling classes. The results also indicated that 11 of the 12 
participants faced challenges in the workplace and with colleagues. However, they found 
support with the early childhood education club that met at the campus during evening 
hours. All 12 students identified facing challenges as working adults in college as 




time with their children or not completing household responsibilities they identified as 
their responsibility. All participants faced barriers that they had to overcome to complete 
the Associate of Applied Science in Early Childhood Education.  
Chapter 5 provides the interpretation of findings, limitations of the study, 





Chapter 5: Discussion, Conclusions, and Recommendations 
The purpose of this basic qualitative study with interviews was to explore the 
perspectives of minority child care providers on barriers to timely degree completion for 
a 2-year degree at community colleges. The study is significant because of current 
proposed changes in early childhood education: Educational requirements have been 
proposed to mandate, at a minimum, an associate degree for child care providers. There 
are limited data on how the proposed mandate may impact child care providers and child 
care providers' time to completion at community colleges (Kaplan, 2018).  
The findings indicated that child care providers faced barriers at both college and 
work that increased their time to completion. Participants were delayed in completion 
because they experienced challenges with navigating the college process. They had 
difficulties with limited early childhood education course offerings, noncredit remedial 
English and mathematics courses, and locating college supports during evening and 
weekend hours. Participants faced challenges arranging work schedules to register for 
evening courses and with the availability of academic student support services. 
Participants discussed limiting the number of classes per semester due to family and 
household responsibilities. 
Interpretation of the Findings 
My interpretation of the findings takes into account the literature and the 
conceptual framework of this study. The study was based on one research question: 
What are the perspectives of minority child care providers regarding barriers to timely 




The findings indicate that participants faced barriers at college, home, and work that 
contributed to their time to complete a degree.  
Theme 1: Barriers  
Subtheme 1: Navigating the college processes. From enrollment to registration, 
participants in the study did not understand the process of navigating the college system. 
The findings are consistent with research by Bohl et al. (2017), who identified that 
nontraditional students had limited knowledge of what supports are available and how to 
locate supports, such as advising and tutoring. As nontraditional students, participants 
faced institutional structures that limited their access to student support systems and 
reported seeking guidance from friends or family who had previously attended college.  
Participants identified barriers that impeded them from registering for courses, 
adding semesters to their time to completion. As working child care providers, they were 
limited to selecting courses offered evenings or weekends. Participants stated that when 
they began college, the college did not offer online courses as an option. Early childhood 
education course schedules did not seem to be structured to support working child care 
providers. Douglass et al. (2015) and Glazer et al. (2017) found that early childhood 
education class schedules could be a barrier to working child care providers’ access to 
higher education.  
Subtheme 2: Placement exams and remedial classes. As in previous studies 
(Cheng et al., 2018; Kaplan, 2018; Limardo, Sweeney, & Taylor, 2016; Park et al., 2015), 
this study confirmed that the participants who were English language learners spent many 




added time to their degree completion. Two important findings in the study were (a) 
participants did not prepare for the English placement exam, and (b) participants did not 
seek out tutoring resources for English writing until they progressed to the credit level 
English class. This barrier is confirmed by a combination of Rosso’s (2005) linguistic 
capital and resistance capital. Students did not develop effective communication skills to 
secure their equity nor did they develop problem solving skills to overcome challenging 
problems. Had they developed these skills, time and money spent might have been 
reduced. 
As with the English class challenges, participants identified mathematics 
placement exams and remedial mathematics classes as barriers to completion. 
Participants specified having to begin with noncredit remedial mathematics courses, 
repeating mathematics classes, or not being able to register for other general education 
requirements because they had not completed a mathematics class. Participants expressed 
leaving mathematics and any other courses that required mathematics as a prerequisite 
until the last semester.  
Subtheme 3: Locating supports at the college and workplace. Students had 
limited knowledge of where to locate support at the colleges and had limited support 
from their workplace to attend classes. Participants also faced challenges with advising, 
not having an academic advisor assigned to them, not meeting with advisors as 
nontraditional students, and general advisors not understanding the early childhood 
education degree. The findings are consistent with research in chapter two that identified 




Glazer et al., 2017; Sakai et al., 2014). Studies (Douglass et al., 2015; Glazer et al., 2017; 
Goncalves & Trunk, 2014) found that college supports such as academic advisors who 
understand the students lead to lower attrition rates. This barrier aligns with Yosso’s 
(2005) navigational capital. Students were empowered to maneuver work and school 
environments by developing effective communication skills at work and community 
college. 
 All participants received financial support from funding specifically for child care 
providers or from financial aid. However, participants did not receive funding until 
registering for-credit courses. With large numbers of child care providers starting their 
higher education pathway with noncredit English language courses or noncredit 
mathematics courses, participants lacked funding support for noncredit required classes. 
Low wages for child care providers impede them from accessing and paying for 
noncredit courses out of pocket or places them in a position of incurring debt (Cheng et 
al., 2018; Limardo, Hill, et al., 2016; Park et al., 2015).  
Participants expressed having difficulties arranging their work schedules to enroll 
in evening college classes. Although work administrators wanted participants to complete 
college degrees, the work schedule was difficult to arrange at times. I found that 
participants in this study arranged their work schedules with colleagues and changed 
schedules when needed without supervisors’ support. Participants having to arrange work 
schedule changes with colleagues was difficult and did not always work due to issues that 
arose. Cheng et al. (2018) and Kaplan (2018) found that it was rare for employers to 




Subtheme 4: Connecting with campus life as nontraditional students. All 
participants identified as nontraditional students. Participants expressed that college 
academic support services were limited after 5:00 p.m. for the working students enrolled 
in evening classes. Participants expressed the need for college administrators to ensure 
access to college academic student support services without the student having to take 
leave from work. Research by Bergman et al. (2014), Gardner et al. (2019), Goncalves 
and Trunk (2014), Kaplan (2018), and Sakai et al. (2014) concluded that there is a need 
for availability of college services during nontraditional hours for the working student.   
All participants identified an early childhood education club as a support system 
and a place to network with other students. Participants attended meetings and events 
because club advisors structured meeting times for nontraditional students. Bohl et al. 
(2017) found that nontraditional students favored having student clubs that met their 
needs and could engage them with college activities. Community colleges supporting 
nontraditional students with early childhood education clubs may combat students' 
feelings of isolation and reduce attrition (Bohl et al., 2017; Goncalves & Trunk, 2014; 
Price & Tovar, 2014). This notion is aligned to Yosso’s (2005) idea of social capitalism. 
Because students accessed the early childhood education clubs, they were in contact with 
peers and others who assisted them to access types of supports for success. 
Subtheme 5: Balancing family and household responsibilities while attending 
college. The results of the study confirmed that the participants faced additional 
responsibilities outside of work and college. Participants viewed themselves as the 




even if spouses, children, or other family members agreed to help. The participants’ 
perceptions are consistent with a study by Lin (2016), which found adult students to have 
multiple roles and responsibilities outside of college, including family and household 
responsibilities. Participants experienced guilt for not attending to household 
responsibilities they felt were their responsibilities, spending time away from their 
children, or arriving home from college when their children were asleep. A study by 
Stechuk et al. (2019) found that one of the challenges for child care teachers as students 
was “reduced opportunities to interact with their children” (p. 21).  
Theme 2: Family and friend support 
The results also indicated that all 12 participants identified family support as one 
of the main contributing factors to balancing family and household responsibilities while 
attending college. In this study, family support was identified as encouragement and 
physical support, including household work, cooking, and overall responsibilities in the 
home. Family support was critical in students' success and completion. Participants 
identified familial support as people beyond the immediate family and encompassed 
extended family and friends. Yosso’s (2005) community cultural wealth model 
recognized that familial capital within minority communities ranges from extended 
family to community and friends.  
Limitations of the Study 
There were no additional limitations than those identified in Chapter 1 that arose 





The purpose of my basic qualitative study was to explore the perspectives of 
minority child care providers regarding barriers to timely degree completion for an 
Association of Applied Science degree in Early Childhood education. There is limited 
research on child care providers’ time to completion for an associate degree at 
community colleges. I found that participants in this study faced many barriers to 
completing degrees. The following are recommendations based on the strengths, 
limitations, and literature review of my current study. 
The first recommendation is for researchers to replicate the study with child care 
providers from other geographical areas. Having child care providers from different 
geographical regions may provide additional data regarding timely degree completion for 
child care providers at community colleges. The second recommendation is for 
researchers to conduct the study with child care providers; however, changing the criteria 
to all early childhood education associate degrees. I found that many child care providers 
had completed early childhood education associate degrees that were not an Associate of 
Applied Science degree.  
My third recommendation is based on questions that arose from the findings. Why 
did participants not prepare for the English placement exams, and why did participants 
not seek out tutoring resources at the college for English writing until they progressed to 
the credit level English class? These questions could be answered using a basic 
qualitative approach to explore participants’ answers to these questions. Finally, my last 




investigates the differences in attitudes towards minority care givers between early 
childhood of early childhood education community college professors and staff. Further 
research on community college early childhood education students’ attrition and 
completion rates could be conducted as a descriptive quantitative study.  
Implications 
The results of my study have several implications for social change; therefore 
propose recommendations for practice as implications for positive social change. The 
results indicate that the participants faced barriers from enrolling in college and barriers 
as nontraditional students that potentially added time to their degree completion. 
However, participants overcame the challenges faced at home, work, and college. The 
possibilities for positive social change from my study may contribute knowledge to 
community colleges and early childhood education faculty to reduce barriers identified at 
the institutions and reduce the time to completion for child care providers.  
Methodological implications for my study may be that the sample population had 
specific criteria to meet, including (a) their time in a 2-year Associates of Applied 
Science degree in Early Childhood Education, (b) had completed the 2-year Associate of 
Applied Science degree, (c) took seven or more years to graduate between the years 2000 
and 2020, and (d) identified as a minority student during their time in college. In addition, 
recruitment for all participants was from one regional area of the United States. Due to 
the narrow sample population, research should be expanded to include sample 
populations from other parts of the United States. Future research that broadens the 




students who have completed or majored in the Associates of Teaching in Early 
Childhood Education and Associates of Arts in Early Childhood Education.  
Implications for positive social change include highlighted awareness to 
community college faculty and staff regarding specific barriers minority child care 
providers face as nontraditional students at community colleges. Minority child care 
providers need support systems that are accessible to them as nontraditional students at 
community colleges. The first recommendation is that community college early 
childhood administrators and faculty identify support for child care providers to navigate 
college upon enrolling as a student and majoring in early childhood education. 
Communicating with the registrar’s office and providing contacts for early childhood 
faculty and counselors may reduce child care providers' frustration with navigating the 
college process of enrollment, registration, and counseling. 
My second recommendation is that community colleges implement a system to 
assign advisors, faculty, or counselors to child care providers that are knowledgeable 
about early childhood education degrees and meet with the students during nontraditional 
hours. In my study, I found that participants had difficulties locating counselors or 
meeting with multiple counselors, thus receiving conflicting advising. I also found that 
participants had to take time off work to meet with counselors, which affected their pay. 
Having faculty or counselors assigned to specific students who can support them during 
nontraditional hours can reduce students’ frustration, reduce registering for the wrong 




My final recommendation is that community college early childhood faculty meet 
with the office of student life to establish an early childhood education club or student 
group as a support system for child care providers enrolled at the college. Participants in 
this study identified early childhood education club meetings as an effective support 
system for nontraditional students during evening hours. The students networking as 
nontraditional students were vital in fostering relationships with other students with 
similar situations and establishing relationships with faculty that understood the student 
population (Goncalves and Trunk, 2014).  
Conclusion 
The perspectives of minority child care providers regarding barriers to timely 
degree completion are critical when the early childhood education field moves to 
mandate associate’s degrees as the minimum requirement in child care programs. My 
study aimed to explore barriers child care providers faced as minority students during 
their time at community colleges and why it took over seven years to complete a 2-year 
degree. Through the child care providers' lenses, I strived to document the perceptions of 
barriers they faced, how they overcame challenges, and how they persisted to completion.  
The results of my study filled a gap in the literature due to limited research on the 
perspectives of minority child care providers at community colleges. My research aims to 
provide insight and understanding to early childhood education faculty, early childhood 
education organizations, and child care providers as students in reducing the time to 




colleges has the potential to significantly reduce the time to completion for many 







Ackerman, D. J. (2016). Using state early care and education workforce registry data to 
inform training-related questions: Issues to consider. ETS Research Reports 
Series, 2016(2), 1-20. https://doi.org/10.1002/ets2.12117 
Association of College & Research Libraries Instruction Section Research Scholarship 
Committee. (2018). 5 things you should read about asset-based teaching. 
Association of College & Libraries Research. https://acrl.ala.org/IS/wp-
content/uploads/is-research_5Things_asset-based-teaching.pdf 
Austin, L. J. E., Whitebook, M., & Amanta, F. (2015). Challenges and opportunities for 
including coursework on infants and toddlers in higher education degree 
programs. Berkley, CA: Center for the Study of Child Care Employment, 
University of California at Berkeley. https://cscce.berkeley.edu/challenges-and-
opportunities-for-including-coursework-on-infants-and-toddlers-in-higher-
education-degree-programs/ 
Barnett, W. S. (2003). Better teachers, better preschools: Student achievement linked to 
teacher qualifications. (Preschool Policy Matters Issue 2). New Brunswick, NJ: 
National Institute of Early Education Research. http://nieer.org/wp-
content/uploads/2016/08/2.pdf 
Barnett, W. S., Jung, K., Youn, M. J., & Frede, E. C. (2013). Abbot preschool program 
longitudinal effects study: Fifth grade follow-up. New Brunswick, NJ: National 





Barnett, W. S., & Riley-Ayers, S. (2016). Public policy and workforce in early childhood 
education. In L. Couse & S. Recchia (Ed.), Handbook of early childhood teacher 
education (pp. 38-53). Routledge.  
Bergman, M., Gross, J. P. K., Berry, M., & Shuck, B. (2014). If life happened but a 
degree didn’t: Examining factors that impact adult student persistence. Journal of 
Continuing Higher Education, 62(2), 90–101. 
https://doi.org/10.1080/07377363.2014.915445 
Bernoteit, S. A., Ernst, J. C. D., & Latham, N. I. (2016). Voices from the field: 
Collaborative innovations in early childhood educator preparation. Illinois 
Education Research Council and Illinois Board of Higher Education.  
Bers, T., & Schuetz, P. (2014). Nearbies: A missing piece of the college completion 
conundrum. Community College Review, 42(3), 167–183. 
https://doi.org/10.1177/0091552114525834 
Birt, L., Scott, S., Cavers, D., Campbell, C., & Walter, F. (2016). Member checking: A 
tool to enhance trustworthiness or merely a nod to validation? Qualitative Health 
Research, 26(13), 1802–1811. https://doi.org/10.1177/1049732316654870 
Bloomberg, L. D., & Volpe, M. (2019). Completing your qualitative dissertation: A road 
map from beginning to end (4th ed.). Sage. 
Bogdan, R. C., & Biklen, S. K. (2007). Qualitative research for education: An 




Bohl, A. J., Haak, B., & Shrestha, S. (2017). The experiences of nontraditional students: 
A qualitative inquiry.  Journal of Continuing Higher Education, 65(3), 166–174. 
https://doi.org/10.1080/07377363.2017.1368663 
Bornfreund, L., Cook, S., Lieberman, A., & Loewenberg, A. (2015). From crawling to 
walking: Ranking states on birth-3rd grade policies that support strong readers. 
New America. https://www.newamerica.org/education-
policy/edcentral/crawlingtowalking/ 
Bourdieu, P. (1986). The forms of capital. In J. Richardson (Ed.) Handbook of Theory 
and Research for the Sociology of Education, 241-258. Greenwood. 
http://www.socialcapitalgateway.org/content/paper/bourdieu-p-1986-forms-
capital-richardson-j-handbook-theory-and-research-sociology-educ 
Braun, V., & Clarke, V. (2006). Using thematic analysis in psychology. Qualitative 
Research in Psychology, 3(2). http://dx.doi.org/10.1191/1478088706qp063oa 
Brown, C. P., & Englehardt, J. (2016). Conceptions of and early childhood educators’ 
experiences in early childhood professional development programs: A qualitative 
metasynthesis. Journal of Early Childhood Teacher Education, 37(3), 216–244. 
https://doi.org/10.1080/10901027.2016.1204574 
Brown, J. (2019, August 16). Spokane child care providers worry new state requirements 






Buettner, C. B., Hur, E., Jeon, L., & Andrews, D. (2016). What are we teaching the 
teachers? Child development curricula in US higher education. Child & Youth 
Care Forum, 45(1), 155-175. https://doi.org/10.1007/s10566-015-9323-0 
Bullough, R. V. (2016). Early childhood education teachers: Life history, life course, and 
the problem of family—work balance. Journal of Research in Childhood 
Education, 30(4), 441-455. https://doi.org/10.1080/02568543.2016.1214936 
Burciaga, R., & Kohli, R. (2018). Disrupting whitestream measures of quality teaching: 
The community cultural wealth of teachers of color. Multicultural Perspectives, 
20(1), 5–12. https://doi.org/10.1080/15210960.2017.1400915 
Cahan, E. D. (1989). Past caring: A history of U.S. preschool care and education for the 
poor, 1820-1965. New York, NY: National Center for Children in Poverty, 
Columbia University. 
https://www.researchconnections.org/childcare/resources/2088/pdf 
Carnevale, A. P., & Strohl, J. (2013). Separate and unequal: How higher education 
reinforces the intergenerational reproduction of white racial privilege. 
Washington, D.C.: Center on Education and the Workforce, Georgetown 
University. https://cew.georgetown.edu/cew-reports/separate-unequal/ 
Center on the Developing Child. (2019). Brain architecture. Cambridge, MA: Harvard 
University. https://developingchild.harvard.edu/science/key-concepts/brain-
architecture/ 
Cheng, I., Koralek, R., Robinson, A., Russell, S., & Schwartz, D. (2018). Career 




Department of Labor, Chief Evaluation Office. 
https://www.abtassociates.com/insights/publications/report/career-pathways-in-
early-care-and-education-career-pathways-design 
Cho, E. K. (2016). Pathways to early childhood teacher preparation. In L. Couse & S. 
Recchia (Eds.), Handbook of early childhood teacher education (pp. 165-180). 
Routledge. https://doi.org/10.4324/9781315818245 
Chu, M. (2016). What’s missing in most of our early childhood degrees? Focusing more 
deeply on relationships and learning with infants, toddlers, and their families. 
Journal of Early Childhood Teacher Education, 37(4), 264–281. 
https://doi.org/10.1080/10901027.2016.1241966 
Cohen, B., & Crabtree, B. (2006, July). Qualitative research guidelines project. 
http://www.qualres.org/ 
Council for Professional Recognition. (2017). About the Child Development Associate 
(CDA) Credential. Washington, D.C. https://www.cdacouncil.org/about/cda-
credential 
Council for Professional Recognition. (2018, April 26). Many voices weigh in on the 
Power to the Profession task force’s initial recommendation; Let us know What 







Cox, M. E., Hollingsworth, H., & Buysse, V. (2015). Exploring the professional 
development landscape: Summary from four states. Early Childhood Research 
Quarterly, 2015; 32, 116-126. https://doi.org/10.1016/j.ecresq.2015.03.002 
Creswell, J. W. (2014). Research design: Qualitative, quantitative, and mixed methods 
approaches. Sage. https://doi.org/10.1002/nha3.20258 
Da Graca, M., & Dougherty, L. (2015, December 2). First generation college students: 
Navigating higher education. http://scalar.usc.edu/works/first-generation-college-
student-/community-cultural-wealth 
D’Amico, M. M., Morgan, G. B., Robertson, S., & Houchins, C. (2014). An exploration 
of noncredit community college enrollment. Journal of Continuing Higher 
Education, 62(3), 152–162. https://doi.org/10.1080/07377363.2014.953438 
Davidson, J. C., & Wilson, K. B. (2017). Community college student dropouts from 
higher education: Toward a comprehensive conceptual model. Community 
College Journal of Research and Practice, 41(8), 517–530. 
https://doi.org/10.1080/10668926.2016.1206490 
Deutsch, F. M., & Riffin, C. A. (2013). From teachers to students: What influences early 
childhood educators to pursue college education. Journal of Early Childhood 
Teacher Education, 34(3), 211-230. 
https://doi.org/10.1080/10901027.2013.816805 
Division of Early Childhood. (2019). Prekindergarten expansion grant (Application 






Division of Early Childhood. (2020). Child Care Career and Professional Development 
Fund (CCCPDF). Maryland State Department of Education. 
http://earlychildhood.marylandpublicschools.org/child-care-providers/office-
child-care/credentialing-branch/child-care-career-and-professional 
Douglass, A., Benson, S., Hodges-Hunter, D., Wiles, D., & Stardrum, R. (2015). 
Successful inclusion of family child Care providers in higher education degree 




Eberly, J. E. (2016). Community college developmental education services: Perspectives 
of Spanish-speaking Latino early childhood educators. Journal of Hispanic 
Higher Education, 17(1), 3–19. https://doi.org/10.1177/1538192716652500 
Elango, S., Hojman, A., García, J. L., & Heckman, J. J. (2016). Early Childhood 
Education. In R. Moffitt (Ed.), Means-tested transfer programs in the United 
States II. University of Chicago Press.  
Exposito, S., & Bernheimer, S. (2012). Nontraditional students and institutions of higher 
education: A conceptual framework. Journal of Early Childhood Teacher 




Fairlie, R. W., Hoffmann, F., & Oreopoulos, P. (2014). A community college instructor 
like me: Race and ethnicity interactions in the classroom. American Economic 
Review, 104(8), 2567–2591. http://dx.doi.org/10.1257/aer.104.8.2567 
Federal Student Aid. (n.d.). Basic eligibility criteria. U.S. Department of Education. 
https://studentaid.gov/understand-aid/eligibility/requirements 
Freeman, N. K., & Feeney, S. (2006). The new face of early care and education. YC 
Young Children, 61(5), 10-14,16.  
Friedman-Krauss, A., Barnett, W. S., & Nores, M. (2016). How much can high-quality 




Fuligni, A. S., Howes, C., Lara-Cinisomo, S., & Karoly, L. (2009). Diverse pathways in 
early childhood professional development: An exploration of early educators in 
public preschools, private preschools, and family child care homes. Early 
Education and Development, 20(3), 507–526. 
https://doi.org/10.1080/10409280902783483 
Garavuso, V. (2016). Reimagining teacher education to attract and retain the early 
childhood workforce: Addressing the needs of the "nontraditional" student. In L. 
Couse & S. Recchia (Eds.), Handbook of early childhood teacher education (pp. 
181-194). Routledge.  




educators to create more equitable learning environments. Education & Urban 
Society, 36(2), 150–168. doi: 10.1177/0013124503261322 
Gardner, M., Melnick, H., Meloy, B., & Barajas, J. (2019). Promising models for 
preparing a diverse, high-quality early childhood workforce. Palo Alto, CA: 
Learning Policy Institute. https://learningpolicyinstitute.org/product/preparing-
diverse-high-quality-early-childhood-workforce-report 
Gay, G. (2010). Culturally responsive teaching: Theory, research, and practice. Teachers 
College Press. 
Gerde, H. H., Duke, N. K., Moses, A. M., Spybrook, J., & Shedd, M. K. (2014). How 
much for whom? Lessons from an efficacy study of modest professional 
development for child care providers. Early Education & Development, 25(3), 
421-441. doi:10.1080/10409289.2013.788424 
Glazer, K., Miller, S. C., Schull, M., Ginsberg, M., Coy, H., & Hamre, B. (2017). 
Connecting stakeholders to bridge the divide: Upskilling Virginia’s early 
childhood educators. NAM Perspectives. Discussion Paper, National Academy of 
Medicine, Washington, DC. doi:10.31478/201706b 
Goncalves, S. A., & Trunk, D. (2014). Obstacles to success for the nontraditional student 
in higher education. Psi Chi Journal of Psychological Research, 19(4), 164–172. 
doi:10.24839/2164-8204.JN19.4.164 
Gopalan, M., & Brady, S. T. (2019). College students’ sense of belonging: A national 





Gould, E. (2015). Child care workers aren’t paid enough to make ends meet. Washington, 
D.C.: Economic Policy Institute. https://www.epi.org/publication/child-care-
workers-arent-paid-enough-to-make-ends-meet/ 
Gould, E., Austin, L. J. E., & Whitebook, M. (2017). What does good child care reform 
look like? Berkley, CA: Center for the Study of Child Care Employment, 
University of California at Berkeley.  https://cscce.berkeley.edu/what-does-good-
child-care-reform-look-like/ 
Hall-Kenyon, K., Bullough, R., MacKay, K., & Marshall, E. (2014). Preschool teacher 
well-being: A review of the literature. Early Childhood Education Journal, 42(3), 
153-162. doi:10.1007/s10643-013-0595-4 
Heckman, J. J. (2016). There’s more to gain by taking a comprehensive approach to early 
childhood development. The Heckman Equation, 7. 
https://heckmanequation.org/resource/research-summary-lifecycle-benefits-
influential-early-childhood-program/ 
Hodara, M., & Jaggars, S. S. (2014). An examination of the impact of accelerating 
community college students’ progression through developmental education. 
85(2), 246–276. doi:10.1353/jhe.2014.0006  
Hudson, N. (2018). Community cultural wealth & funds of knowledge at the center of 
advisement. College Station, TX: Texas A&M International University. 
https://cdn.ymaws.com/www.afa1976.org/resource/collection/1463450F-85AA-
4A92-BE23-B583CBE8919A/Hudson_Dec18.pdf 




for children birth through age 8: A unifying foundation. Washington, DC: 
National Academy of Sciences. https://doi.org/10.17226/19401 




Integrated Postsecondary Education Data System. (2016). Graduation Rates. 
file:///D:/Dissertation%20BootCamp/2017046_Definition%20of%20College%20
Completion.pdf 
Isaacs, J. B., Adelstein, S., & Kuehn, D. (2018). Early childhood educator compensation 
in the Washington region. https://www.urban.org/research/publication/early-
childhood-educator-compensation-washington-region/view/full_report 
Juszkiewicz, J. (2016, March). Trends in Community College Enrollment and Completion 
Data, 2016. Washington, DC: American Association of Community Colleges. 
https://www.aacc.nche.edu/2016/12/01/trends-community-college-enrollment-
completion-data-2016/ 
Juszkiewicz, J. (2017, November). Trends in Community College Enrollment and 
Completion Data, 2017. Washington, DC: American Association of Community 
Colleges. https://www.aacc.nche.edu/2017/12/28/trends-in-community-college-
enrollment-and-completion-data-2017/ 
Kaplan, M. (2018, February). It takes a community: Leveraging community colleges to 






Kashen, J., Potter, H., & Stettner, A. (2016, June 13). Quality jobs, quality child care. 
Washington, D.C.: The Century Foundation. https://tcf.org/content/report/quality-
jobs-quality-child-care/ 
Kennedy, A. S., & Heineke, A. (2014). Re-envisioning the role of universities in early 
childhood teacher education: Community partnerships for 21 -century learning. 
Journal of Early Childhood Teacher Education, 35(3), 226-243. 
doi:10.1080/10901027.2014.936072 
Kipnis, F., Whitebook, M., Almaraz, M., Sakai, L., & Austin, L. J. E. (2012). Learning 
together: A study of six BA completion cohort programs in early care and 
education--year 4. Berkley, CA: Center for the Study of Child Care Employment, 
University of California at Berkeley. https://cscce.berkeley.edu/learning-together-
a-study-of-six-b-a-completion-cohort-programs-in-ece-year-4-report/ 
Klein, E. L., Zheng, X., Sunderman, G. L., Henneberger, A. K., Stapleton, L. M., & 
Woolley, M. E. (2016). Preparation and retention of the early childhood care and 
education workforce in Maryland. Maryland Longitudinal Data System Center. 
https://mldscenter.maryland.gov/egov/Publications/MLDSC_Report_ECCE_Mer
ged_Sep2016.pdf.  
Ladson-Billings, G., & Tate, W. (1995). Toward a critical race theory of education.  
Teachers College Record, 97(1), 47-68. 




education and training for early care and education (ECE) professionals. U.S. 
Department of Education. 
https://www.acf.hhs.gov/sites/default/files/ecd/elcpi_accessibility_10_28_ada.pdf 
 Limardo, C., Sweeney, T., & Taylor, L. (2016). Early Learning Career Pathways 
Initiative: Credentialing in the early care and education field. U.S. Department of 
Education. http://www2.ed.gov/programs/racetothetop-
earlylearningchallenge/pathways/elpathways.pdf 
Lin, X. (2016). Barriers and challenges of female adult students enrolled in higher 
education: A literature review. Higher Education Studies, 6(2), 119–126. 
http://dx.doi.org/10.5539/hes.v6n2p119 
Lin, Y. C., & Magnuson, K. A. (2018). Classroom quality and children’s academic skills 
in child care centers: Understanding the role of teacher qualifications. Early 
Childhood Research Quarterly, 42, 215–227. doi:10.1016/j.ecresq.2017.10.003 
Linder, S. M., Rembert, K., Simpson, A., & Ramey, M. D. (2016). A mixed-methods 
investigation of early childhood professional development for providers and 
recipients in the United States. Professional Development in Education, 42(1), 
123-149. https://doi.org/10.1080/19415257.2014.978483 
Linnan, L., Arandia, G., Bateman, L. A., Vaughn, A., Smith, N., & Ward, D. (2017). The 
health and working conditions of women employed in child care. International 





Lo, Y., Yen, S., & Duh, S. (2017). Using Learning Communities to Support 
Cantonese/Mandarin Family Child Care Providers in a Professional Development 
Intervention Program. Journal of Education and Learning, 6(4), 127-136. 
http://doi.org/10.5539/jel.v6n4p127 
Longhofer, W., & Winchester, D. (Eds.). (2016). Social Theory rewired: New 
connections to classical and contemporary perspectives (2nd ed.). Routledge. 
http://routledgesoc.com/category/profile-tags/cultural-capital 
Lutton, A. (2006, March). College programs awarding associate degrees in early 
childhood may see accreditation from NAEYC. YC: Young Children, 61(2), 53.  
Manning, M., Garvis, S., Fleming, C., & Wong, G. T. W. (2017). The relationship 
between teacher qualification and the quality of the early childhood care and 
learning environment. Campbell Systematic Reviews 2017:1. Campbell 
Collaboration. https://doi.org/10.4073/csr.2017.1  
Manning, M., Wong, G. T. W., Fleming, C. M., & Garvis, S. (2019). Is teacher 
qualification associated with the quality of the early childhood education and care 
environment? A meta-analytic review. Review of Educational Research, 89(3), 
370–415. https://doi.org/10.3102/0034654319837540 
Maroto, M., & Brandon, R. N. (2012). Summary of background data on the ECCE 
workforce. In Institute of Medicine & National Research Council (Eds.), The 
early childhood care and education workforce: challenges and opportunities: A 





Martin, K., Galentino, R., & Townsend, L. (2014). Community college student success: 
The role of motivation and self-empowerment. Community College Review, 42(3), 
221–241. https://doi.org/10.1177/0091552114528972 
Maryland Higher Education Commission. (2013, October 18). Copy of Maryland 
Regulations 13B.02.03 Academic Programs-Degree Granting Institutions. 
COMAR_CH_03_Web.pdf 
Maxwell, J. S. (2013). Qualitative research design: An interactive approach (3rd ed.). 
Sage. 
McCormick Center for Early Childhood Leadership. (2018). Early childhood leadership 
degree programs: An emergent academic discipline.  Wheeling, IL: McCormick 
Center for Early Childhood Leadership, National Louis University. 
https://mccormickcenter.nl.edu/library/early-childhood-leadership-degree-
programs-an-emergent-academic-discipline/ 
Meloy, B., & Schachner, A. (2019). Early childhood essentials: A Framework for 
aligning child skills and educator competencies. Palo Alto, CA: Learning Policy 
Institute. https://learningpolicyinstitute.org/product/early-childhood-essentials-
framework-report 
Merriam, S. B. (1998). Qualitative research and case study applications in education. 
Jossey-Bass Inc. 
Merriam, S. B. (2009). Qualitative research: A guide to design and implementation. San 




Merriam, S. B., & Tisdell, E. J. (2016). Qualitative research: A guide to design and 
implementation. John Wiley & Sons. 
Mertes, S. J., & Jankoviak, M. W. (2016). Creating a college-wide retention program: A 
mixed methods approach. Community College Enterprise, 22(1), 9–27.  
Miller, J. A., & Bogatova, T. (2009, August). Quality improvements in the early care and 
education workforce: Outcomes and impact of the T.E.A.C.H. Early Childhood 
Project. Evaluation & Program Planning, 32(3), 257–277. 
https://doi.org/10.1016/j.evalprogplan.2009.02.001 
Montgomery College. (2010). Family day 2010: Dia de la familia. 
https://insidemc.montgomerycollege.edu/details.php?id=22013&title=Family_Da
y_2010_-_Dia_de_la_Familia,_October_9 
Montgomery College. (2019). 2019-2020 complete tuition and fee schedule. 
https://www.montgomerycollege.edu/paying-for-college/tuition/current-rates.htm 
NAEYC Accreditation of Early Childhood Higher Education Programs. (2017). 
Accreditation policies and procedures handbook. Washington, D.C.: National 




National Association for the Education of Young Children. (2015). Early childhood 
educators: Advancing the profession. [PowerPoint]. Washington, D.C.: National 






National Association for the Education of Young Children. (2016, March). Build it 
better: Indicators of progress to support integrated early childhood professional 
development systems. Washington, D.C. 
http://www.naeyc.org/files/naeyc/file/research/Assessment_Systems.pdf 
National Association for the Education of Young Children. (2018). Teacher 
Qualifications. Washington, D.C. https://www.naeyc.org/accreditation/early-
learning/qualification 
National Association for the Education of Young Children. (2019). Increasing 
qualifications, centering equity: Experiences and advice from early childhood 
educators of color. Washington, D.C. 
https://www.naeyc.org/sites/default/files/wysiwyg/user-
74/increasing_qualifications_centering_equity.pdf 
National Association of Early Childhood Teacher Educators. (2009). National 
Association of Early Childhood Teacher Educators (NAECTE) position statement 
on early childhood certification for teachers of children 8 years old and younger 
in public school settings. Journal of Early Childhood Teacher Education, 30(2), 
188-191. https://doi.org/10.1080/10901020902886677 
National Center for Education Statistics. (n.d.). Nontraditional 




National Center for Education Statistics. (2016). Fast facts. 
http://nces.ed.gov/fastfacts/display.asp?id=372 
National Research Council. (2012). The early childhood care and education workforce: 
Challenges and opportunities: A workshop report. Washington, D.C.: National 
Academies Press. https://doi.org/10.17226/13238 
New, R. S. (2016). 21st century early childhood teacher education: New frames for a 
shifting landscape. In L. Couse & S. Recchia (Ed.), Handbook of early childhood 
teacher education (pp. 21-37). Routledge.  
Office of Child Care Credentialing Branch. (2019, October 24). Child care career and 
professional development fund [PowerPoint]. Maryland State Department of 
Education. 
Office of Law and Revision Counsel. (2000, December 21). 20 USC Ch. 75 Early 
Learning Opportunities. U.S. House of Representatives. 
http://uscode.house.gov/view.xhtml?path=/prelim@title20/chapter75&edition=pr
elim 
Office of the State Superintendent of Education. (2016). Child development staff new 
education requirements: Frequently asked questions (FAQs) for early childhood 
staff. Government of the District of Columbia. 
https://osse.dc.gov/publication/new-education-requirements-child-development-
staff-frequently-asked-questions-faqs-early 
Office of the State Superintendent of Education. (2017, November 17). OSSE 




Education Requirements. Government of the District of Columbia. 
https://osse.dc.gov/release/osse-announces-plan-give-early-childhood-
educators-more-time-meet-new-education-requirements 
Office of the State Superintendent of Education. (2018, July 17). New Education for 
Child Development Staff Frequently Asked Questions (FAQs) for Early Childhood 
Staff. Government of the District of Columbia. 
https://osse.dc.gov/publication/new-education-requirements-child-development-
staff-frequently-asked-questions-faqs-early 
Pandey, S. C., & Patnaik, S. (2014). Establishing reliability and validity in qualitative 
inquiry: A critical examination. Jharkhand Journal of Development and 






Park, M., McHugh, M., Zong, J., & Batalova, J. (2015). Immigrant and Refugee Workers 
in the Early Childhood Field: Taking a Closer Look. Washington, D.C.: Migrant 
Policy Institute. https://www.migrationpolicy.org/research/immigrant-and-
refugee-workers-early-childhood-field-taking-closer-look 
Patton, M. Q. (2015). Qualitative research and evaluation methods (4th ed.).  




Percy, W. H., Kostere, K., & Kostere, S. (2015). Generic Qualitative Research in 
Psychology. The Qualitative Report, 20(2), 76-85. 
https://nsuworks.nova.edu/tqr/vol20/iss2/7 
Perkins, K., & Wiley, S. (2014). Minorities. In: Teo T. (eds) Encyclopedia of Critical 
Psychology. Springer, New York, NY 
Pianta, R., Downer, J., & Hamre, B. (2016). Quality in early education classrooms: 
definitions, gaps, and systems. The Future of Children, (2). 119. 
https://doi.org/10.1353/foc.2016.0015 
Power to the Profession. (2018). Our vision. Washington, D.C.: National Association for 
the Education of Young Children. http://powertotheprofession.org/about/ 
Power to the Profession. (2019, July). Decision cycles 345+6: Pathways, Preparation, 




Price, D. V., & Tovar, E. (2014). Student engagement and institutional graduation 
rates: Identifying high-impact educational practices for community colleges. 
Community College Journal of Research and Practice, 38(9), 766-782. 
https://doi.org/10.1080/10668926.2012.719481 
Putman, S. M., & Rock, T. (2018). Action research: Using strategic inquiry to improve 




Russell, S. (2018, March 5). Education is a game changer for women as well as children. 
Washington, D.C.: National Association for the Education of Young Children. 
https://www.naeyc.org/resources/blog/education-game-changer-women-well-
children 
Saar, E., Täht, K., & Roosalu, T. (2014). Institutional barriers for adults’ participation in 
higher education in thirteen European countries. Higher Education, (5), 691. 
https://doi.org/10.1007/s10734-014-9739-8 
Sakai, L., Kipnis, F., Whitebook, M., & Schaack, D. (2014). Yes, they can: Supporting 
bachelor degree attainment for early childhood practitioners. Early Childhood 
Research & Practice, 16(1). https://ecrp.illinois.edu/v16n1/sakai.html 
Saldana, J. (2016). The coding manual for qualitative researchers (3rd ed.). SAGE 
Publications.  
Samuels, K., Estes, M., Eckman, H., Gillerlain, K., Jenkins, S., Miller-Edwards, W., 
Reinauer, O., & Walker, N. (2019). Blending credit 
& non-credit courses: Best practices, opportunities, barriers. Inquiry: The Journal 
of the Virginia Community Colleges, 22 (1). 
https://commons.vccs.edu/inquiry/vol22/iss1/6 
Samuelson, C. C., & Litzler, E. (2016). Community Cultural Wealth: An Assets-Based 
Approach to Persistence of Engineering Students of Color. Journal of 




Sandoval-Lucero, E., Maes, J. B., & Klingsmith, L. (2014, Fall). African American 
and Latina(o) community college students’ social capital and student success. 
College Student Journal, 48(3), 522–533.  
Schilder, D. (2016, April). Early childhood teacher education policies: Research 
review and state trends (Policy Report). New Brunswick, NJ: Center on 
Enhancing Early Learning Outcomes. http://nieer.org/wp-
content/uploads/2016/05/ceelo_policy_report_ec_teach_education_policies_fin
al_for_web_2016_04.pdf 
Seidman, I. (2013). Interviewing as qualitative research: A guide for researchers in  
education and social sciences (4th ed.). Teachers College Press. 
Shapiro, D., Dundar, A., Wakhungu, P. K., Yuan, X., Nathan, A., & Hwang, Y. 
(2016). Time to degree: A national view of the time enrolled and elapsed for 
associate and bachelor’s degree earners. (Signature Report No. 11). National 
Student Clearinghouse. https://eric.ed.gov/?id=ED580231 
Shdaimah, C., Palley, E., & Miller, A. (2018). Voices of child care providers: an 
exploratory study on the impact of policy changes. International Journal of 
Child Care and Education Policy, 12(1), 1. https://doi.org/10.1186/s40723-
018-0043-4 
Shea, P., & Bidjerano, T. (2014). Does online learning impede degree completion? A 





Sims, C. H., & Barnett, D. R. (2015). Devalued, misunderstood, and marginalized: 
Why nontraditional students’ experiences should be included in the diversity 
discourse. Online Journal for Workforce Education & Development, 8(1), 2–
12. https://opensiuc.lib.siu.edu/ojwed/vol8/iss1/2/ 
Stechuk, R., Ryder, L., & Cortez, H. (2019). Latina teachers and the" BA Challenge": 
Impacts and conditions of increasing degree requirements in early childhood 
education. Washington, D.C.: Unidos US. 
http://publications.unidosus.org/handle/123456789/1986 
Steinhaus, P., & Walker, D. (2016). Cross-institutional advising and curriculum 
agreements: Supports for transfer and degree completion in early childhood 
programs. Voices from the Field, 47. 
Stone, C., & O’Shea, S. E. (2013, April). Time, money, leisure and guilt – the gendered 
challenges of higher education for mature-age students. Australian Journal of 
Adult Learning, 53(1), 95-116. https://eric.ed.gov/?id=EJ1008886 
Stringer, K. (2018, April 27). Do pre-k teachers need a bachelor’s degree? National 
initiative seeks consensus on decades-old debate. The 74. 
https://www.the74million.org/article/do-pre-k-teachers-need-a-bachelors-degree-
national-initiative-seeks-consensus-on-decades-old-debate/ 
T.E.A.C.H. D.C. Early Childhood Scholarship Program. (2020a). Partner university 






T.E.A.C.H. D.C. Early Childhood Scholarship Program. (2020b). Early childhood 
associate degree and bachelor’s degree scholarship models for teacher and 
center directors. Washington, D.C.: National Black Child Development Institute. 
https://teach.nbcdi.org/about/about-teach-dc-early-childhoodr-scholarship-
program 
T.E.A.C.H. Early Childhood National Center. (2015). T.E.A.C.H. early childhood 
overview. Chapel Hill, NC: T.E.A.C.H. Early Childhood National Center.   
https://teachecnationalcenter.org/t-e-a-c-h-early-childhood/ 
Tierney, A. L., & Nelson, C. A. (2009). Brain Development and the Role of Experience 
in the Early Years. Zero to three, 30(2), 9–13. 
https://www.ncbi.nlm.nih.gov/pmc/articles/PMC3722610/ 
Tinto, V. (1993). Leaving college: Rethinking the causes and cures of student attrition. 
Chicago Press. 
Totenhagen, C. J., Hawkins, S. A., Casper, D. M., Bosch, L. A., Hawkey, K. R., & 
Borden, L. M. (2016). Retaining early childhood education workers: A review of 
the empirical literature. Journal of Research in Childhood Education, 30(4), 585-
599. https://doi.org/10.1080/02568543.2016.1214652 
 Trochim, W. M. K. (2020). Research methods knowledge base (2nd ed). 
http://www.socialresearchmethods.net/kb/qualmeth.php 
Tufford, L., & Newman, P. (2010). Bracketing in Qualitative Research. Qualitative 




University of the District of Columbia Community College. (2019). Tuition and fee 
schedule-community college. https://www.udc.edu/cc/fees/ 
U. S. Bureau of Labor Statistics. (2018, May). Occupational Employment Statistics. 
https://www.bls.gov/oes/current/oes399011.htm 
U. S. Bureau of Labor Statistics. (2019, December 17). Occupational Outlook Handbook, 
2014-15 Edition, Childcare Workers. https://www.bls.gov/ooh/personal-care-and-
service/childcare-workers.htm 
U. S. Department of Education. (n.d.). Race to the top-early learning challenge (RTT-
ELC) program: Definitions. https://www.ed.gov/early-learning/elc-draft-
summary/definitions  
U. S. Department of Health and Human Services & U.S. Department of Education. 
(2016, June). High-quality early learning settings depend on a high-quality 
workforce: Low compensation undermines quality. 
https://www2.ed.gov/about/inits/ed/earlylearning/files/ece-low-compensation-
undermines-quality-report-2016.pdf 
Valencia, R. R. (Ed.). (1997). The Stanford series on education and public policy. The 
evolution of deficit thinking: Educational thought and practice. The Falmer 
Press/Taylor & Francis. 
Washington, V. (2015). Degree Programs: Progress and Pitfalls for ECE. Exchange 
(19460406), (221), 8-11. 
Washington, V., & Gadson, B. (2017). Guiding principles for the new early childhood 




Washington Region Early Care and Education Workforce Network. (2016). Early care 
and education: Moving toward an early care and education career pathway in the 
Washington region. Washington, D.C.: Washington Area Women’s Foundation. 
https://thewomensfoundation.org/early-care-education/ 
Weber-Mayrer, M. M., Piasta, S. B., & Pelatti, C. Y. (2015). State-sponsored 
professional development for early childhood educators: Who participates and 
associated implications for future offerings. Journal of Early Childhood Teacher 
Education, 36:44–60. https://doi.org/10.1080/10901027.2014.996927 
White, B. R., Baron, D. M., Klostermann, B. K., & Duffy, D. Q. (2016). Innovations for 
high quality, aligned early childhood educator preparation (IERC 2016-3). 
Illinois Education Research Council at Southern Illinois University Edwardsville. 
Whitebook, M. (2003). Bachelor’s degrees are best: Higher qualifications for pre-
kindergarten teachers lead to better learning environments for children. The 
Trust for Early Education. https://files.eric.ed.gov/fulltext/ED480817.pdf 
Whitebook, M. (2014). Building a skilled teacher workforce. Berkley, CA: Center for the 
Study of Child Care Employment, University of California at Berkeley. 
https://cscce.berkeley.edu/building-a-skilled-teacher-workforce/  
Whitebook, M., & Austin, L. J. E. (2015). Early childhood higher education: Taking 
stock across the states. Berkley, CA: Center for the Study of Child Care 





Whitebook, M., & McLean, C. (2017). Educator expectations, qualifications, and 
earnings: Shared challenges and divergent systems in ECE and K-12. Berkley, 
CA: Center for the Study of Child Care Employment, University of California at 
Berkeley. https://cscce.berkeley.edu/educator-expectations-qualifications-and-
earnings/ 
Whitebook, M., McLean, C., & Austin, L. J. E. (2016). Early Childhood Workforce 
Index, 2016. Berkley, CA: Center for the Study of Child Care Employment, 
University of California at Berkeley. http://cscce.berkeley.edu/early-childhood-
workforce-index/ 
Whitebook, M., McLean, C., Austin, L. J. E., & Edwards, B. (2018). Early Childhood 
Workforce Index 2018. Berkley, CA: Center for the Study of Child Care 
Employment, University of California at Berkeley. 
https://cscce.berkeley.edu/early-childhood-workforce-2018-index/ 
Whitebook, M., Phillips, D., & Howes, C. (2014). Worthy work, STILL unlivable wages: 
The early childhood workforce 25 years after the National Child Care Staffing 
Study. Berkley, CA: Center for the Study of Child Care Employment, University 
of California at Berkeley. https://cscce.berkeley.edu/worthy-work-still-unlivable-
wages/ 
Whitebook, M., & Ryan, S. (2011). Degrees in context: Asking the right questions about 
preparing skilled and effective teachers of young children. [Preschool Policy 





Whitebook, M., Schaack, D., Kipnis, F., Austin, L., & Sakai, L. (2013). From aspiration 
to attainment: Practices that support educational success, Los Angeles Universal 
Preschool’s Child Development Workforce Initiative. [Executive Summary]. 
Berkley, CA: Center for the Study of Child Care Employment, University of 




Wolcott, H. F. (1990). Writing up qualitative research. Sage.  
Yosso, T. (2005). Whose culture has capital? A critical race theory discussion of 
community cultural wealth. Race, Ethnicity & Education, 8(1), 69-91. 
https://doi.org/10.1080/1361332052000341006 
Yosso, T. J. (2013). Critical Race Counterstories along the Chicana/Chicano 
Educational Pipeline. Routledge. 









Appendix A: Interview Protocol 
o Introduce self to participant. 
o Follow the introductory protocol script: 
a. Have participant orally consent to virtual recording. 
b. Thank the participant. 
c. Briefly restate how long the interview will take and answer any questions 
participant may have before beginning the interview.  
o Turn on the audio recorder. 
o Begin the interview with demographic questions and follow through until the end of 
the interview questions. 
o During the interview and upon the participant’s request, paraphrase or restate any 
question as needed.  
o Ask the participant follow-up or probing questions.  
o State when all questions have ended and end the interview. 
o Confirm the participant’s contact information and thank the participant for partaking 
of the study. 
o End protocol. 
Introduction Script 
 My name is Sonia Pruneda-Hernandez. I am a doctoral student at Walden 
University working on completing my doctoral degree in Education with a concentration 




care providers regarding barriers to timely degree completion for an Associate of 
Applied Science in Early Childhood Education. The results of this study may provide data 
to community colleges, early childhood faculty, and child care providers on how to better 
support this population of students.  
Interview Introductory Protocol Script 
To facilitate the note taking of the interview, I would like to record our discussion today. 
Do you agree to being virtually recorded? Please verbally agree or disagree to the 
virtual recording. For your information, I will be the only person with access to the 
recordings, and I will destroy the recordings five years after the study is complete. You 
have signed a consent form to meet human subject requirements. The consent form 
essentially stated: 1) that I will hold all information confidential, 2) your participation is 
voluntary, and you may stop at any time, and 3) I do not intend to cause any harm. I 
appreciate and thank you for agreeing to participate.  
I have planned this interview to last 50-60 minutes. Do you have any questions before we 
begin? 
Interviewee Background Questions 
 
1. What year did you begin studying at the community college? 
2. What year did you graduate from the community college? 





Guiding Semistructured Interview Questions 
RQ: Research question: What are the perspectives of minority child care 
providers regarding barriers to timely degree completion for an Associate of 
Applied Science in Early Childhood Education?  
Aspirational Capital  
 
IQ. 1: Tell me about any challenges (barriers) you faced with achieving your hopes and 
dreams to earn a degree. 
o Describe how you overcame those challenges (barriers). 
Familial Capital  
 
IQ. 2: Tell me about any challenges (barriers) you experienced regarding a sense 
belonging with family while attending college.  
o Describe how you overcame those challenges (barriers). 
IQ. 3: Tell me about any challenges (barriers) you experienced with support from 
family during your time in college. 
o Describe how you overcame those challenges (barriers). 





IQ. 4: Tell me about any challenges (barriers) you experienced with the college 
readiness placement exam for English.  
o Describe how you overcame any challenges (barriers) with the 
assessment placement exams. 
IQ. 5: Tell me about any challenges (barriers) with remedial English classes you were 
placed in after the placement exam.  
o Describe how you overcame any challenges (barriers) with the remedial 
classes you were placed in. 
Navigational Capital  
 
IQ. 6: Tell me about your challenges (barriers) you experienced navigating the college 
processes of enrolling at the college.  
o Describe how you overcame the challenges (barriers) navigating the 
processes of enrolling at the college. 
IQ. 7: Tell me about any challenges (barriers) you experienced with registering for 
classes.  
o Describe how you overcame the challenges (barriers) you experienced with 




IQ. 8: Tell me about any challenges (barriers) with locating faculty, counselors, or staff 
at the college to support you in navigating the college system. 
o Describe how you overcame any challenges (barriers) with locating 
faculty, counselors or staff at the college to support you in navigating 
the college system.  
Resistant Capital  
 
IQ. 9: Tell me about any struggles you had with faculty, counselors, staff, or students.  
o Describe how you persevered through the struggle with faculty, 
counselors, staff, or students.  
IQ. 10: Tell me about any struggles you had with college policies or practices in 
completing the Associate of Applied Science in Early Childhood Education. 
o Describe how you persevered through the struggle with college policies 
or practices. 
IQ. 11: Tell me about any challenges (barriers) you had paying for college. 




IQ. 12: Tell me about any challenges (barriers) you faced with the scheduling of 
classes. 
o Describe how you overcame that challenge (barrier). 
 
Social Capital  
 
IQ. 13: Tell me about any challenges (barriers) you faced with your social network 
supports such as workplace and colleagues. 
 
o Describe how you overcame challenges (barriers) with social network 
supports such as workplace and colleagues.  
 IQ. 14: Describe any challenges (barriers) you experienced with community college 
clubs, activities, or events.  
o Describe how you overcame the challenges (barriers) of being involved 
with college clubs. 
o Describe how you overcame the challenges (barriers) of being involved 
with college activities. 
o Describe how you overcame the challenges (barriers) of being involved 







IQ. 15: Is there anything that we have not discussed that you would like to add?  
Potential follow up questions that I kept visible as I interviewed participants: 
 
1. What did you mean by…? 
2. Can you tell me more about…? 





















A priori Codes Participant 
Identifiers 
Excerpts 
Aspirational Goals P3 “You have to have very set clear 
goals." 
  P7 “I didn’t really want to attend for 
10 years. I was just going to take a 
couple of classes as my first goal.” 
  P8 “You set your goal and just be 
determined to reach that.” 
 Self-determination P4 “I just knew that I had to do it. One 
of the motivations was to prove 
that I could do it. I wanted to do it 
for myself.” 
  P8 “It’s determination.” 
  P12 ”I just had to do it.” 
    
Familial Feelings of guilt  P3 “I have to make sure that my 
children have food or things that I 
feel is my responsibility…You 
know, you’re the mother when you 
get home.” 
  P5 “When I was studying, they 
wanted to talk to me and I was like 
not right now because I’m busy.” 
  P7 “First of all, being a mom with 
four children and I’m working full 
time was a challenge by itself.” 
 Support from 
family 
P1 “I did ask for help. My mom was 




  P2 “My only family I had was my 
son…He was very supportive.” 
  P3 “Yes, it’s a lot of family support, I 
have to say.” 
  P5 “My husband was always helping 
me, telling me to continue.” 
    
Linguistic  English Placement P8 “When I took the placement test, I 
could not believe it. I was an 
English major in my country so I 
could not believe that I had to take 
lower English classes.” 
  P9 “English placement, I took at the 
beginning of college and I start 
from the beginning of all the 
grammar courses.” 
  P2 “The counseling advisor told me 
the first step for me to be in college 
will be the English test so I went 
for the assessment.” 
 Remedial English 
classes 
P5 “I started taking English classes as 
noncredit in 2013.” 
  P6 “For the first two years, I was 
taking English as another 
language.” 
  P11 “In the beginning I was taking 
noncredit classes. I had to repeat 
classes many times, especially one 
class ESL 104.” 
    
    
  P9 “They told me, ‘you must decide 




register’ so I simply just say 
‘accounting’ not knowing 
anything.” 
 Locating support P3 “Looking back, I know I never had 
any orientation…” 
  P5 “You want to find somebody who 
explains the college and takes their 
time.” 
  P11 “The process with finding an 
advisor. Every time I would go, I 
had someone new…” 
 Registration P3 “I went kind of like blindfolded 
and I just registered for 
anything…” 
  P7 “A couple of times I registered 
online and I got knocked out. And 
then I start classes and I’m told 
you aren’t registered…” 
  P9 “I didn’t know which courses to 
take so I was registering for 
anything…” 
    
Resistant College policies 
 
P1 “Working in before and after 
school programs or trying to do the 
after school, for me the practicum 
was a little different because I 
wasn’t technically student teaching 
so that was a challenge…” 
  P4 “You can’t take 136 before 135, 
which makes sense because that is 
a prerequisite for the other one. 
But the math and the biology, I just 





  P5 “I have a degree, an associate 
degree in education from my 
country, but it didn’t count. I was 
expecting the college to give me 
credit for some of the classes…” 
    
 Overcoming 
struggles with 
faculty, staff, and 
counselors 
P2 “I went and she starts to scream at 
me right away and said, ‘I do not 
know what class of English you 
took, but you are failing’… 
  P10 “I met with counselors to go ahead 
and get some of my classes that I 
needed because some of the classes 
you had to have a form signed off 
in order to get into the class. 
  P11 “When I go to ask for advisors, 
that was the difficult part. That’s 
why I believe I became so lost and 
I spent so many years taking 
different courses…” 
 Paying for college P1 “I had financial aid help me. I 
didn’t have enough money to pay 
for the classes and I received 
grants from the college and from 
outreaches of the college.” 
  P5 “The scholarship was so helpful 
because I paid some of my classes 
and later they gave me a 
scholarship.” 
  P10 “I did get a scholarship; I received 
it from somebody at the college.” 
  P12 “Being a family child care 
provider, I was able to qualify for a 
fund in the state. They fully funded 




 Scheduling classes P1 “Because of going to school and 
working, that was a challenge 
because of the schedule of some of 
the classes.” 
  P2 “I was taking statistics. I was so 
excited, and then the professor said 
we had to take the test on campus. 
I went after work to take the test 
and the assessment center was 
closed. They were open from 8 to 
4. I said, ‘I’m working, I can’t do 
that.’ The class is supposed to be 
online.” 
  P5 “It took me longer because going 
to work full time and taking 
classes, especially at night. Back 
then the college didn’t have that 
many online classes so that is why 
it took me longer.” 
    




P3 “I attended and I was like, Ok, this 
is nice. You know, everybody is 
working in the same field; 
everybody has the same challenges 
that we’re facing. I’m not alone” 
 
  P6 “I tried my best to be involved 
with the early childhood education 
club and even attended the 
NAEYC convention as a member 
of the club.” 
  P8 “I enjoyed meeting people. I 
enjoyed learning new stuff or 
reminding myself about what you 
already learned. It’s good to be 




pretty much how I socialized when 
I was in school.”  
 Workplace and 
colleagues 
P3 “There were times, we were short 
staff or the person who was 
supposed to cover for me got sick. 
I would be late. I would try to 
email or text my professor.” 
  P4 “I had to take time off. I had to and 
of course, I had just started 
working there so I didn’t 
accumulate any time yet, so it was 
like okay, you’re on your own. It 
was no pay.” 
  P12 “Being a family child care 
provider, I don’t have co-workers 
because I work by 
myself…Anytime I would have to 
do anything that I couldn’t work 
around my husband’s schedule, I 
would just close down because it’s 
really hard to have a working 
substitute.” 
 
 
